Higher Education Leadership Perspectives: Autism Education Certification and Teacher Shortages in Upstate New York by Babbie, Shannon, Ed. D.
St. John Fisher College 
Fisher Digital Publications 
Education Doctoral Ralph C. Wilson, Jr. School of Education 
5-2021 
Higher Education Leadership Perspectives: Autism Education 
Certification and Teacher Shortages in Upstate New York 
Shannon Babbie Ed. D. 
St. John Fisher College, slbabbie71@gmail.com 
Follow this and additional works at: https://fisherpub.sjfc.edu/education_etd 
 Part of the Education Commons 
How has open access to Fisher Digital Publications 
benefited you? 
Recommended Citation 
Babbie, Shannon Ed. D., "Higher Education Leadership Perspectives: Autism Education Certification and 
Teacher Shortages in Upstate New York" (2021). Education Doctoral. Paper 483. 
Please note that the Recommended Citation provides general citation information and may not be 
appropriate for your discipline. To receive help in creating a citation based on your discipline, please visit 
http://libguides.sjfc.edu/citations. 
This document is posted at https://fisherpub.sjfc.edu/education_etd/483 and is brought to you for free and open 
access by Fisher Digital Publications at St. John Fisher College. For more information, please contact 
fisherpub@sjfc.edu. 
Higher Education Leadership Perspectives: Autism Education Certification and 
Teacher Shortages in Upstate New York 
Abstract 
The shortage of teachers highly qualified to educate students with autism spectrum disorders (ASD) in 
New York State affects the education of those pupils. There is a lack of research and understanding into 
the perspectives of leaders of schools of education in New York State who can affect the preparation of 
teacher candidates. This descriptive phenomenological study examined the experiences of 10 leaders in 
Upstate New York departments of education on the establishment of teacher preparation programs or 
coursework that would ensure preservice graduates are adequately prepared to educate students with 
ASD. Through semi-structured interviews, the study examined education leaders’ views on the ability of 
current teacher programs to prepare all department graduates for the rising number of students with ASD 
enrolled in public schools. The study examined what impediments to providing more preparation for 
preservice teachers exist and what efforts can be or are being made by the department or institute of 
higher education to mitigate those obstructions. Results from the data indicate little support for the 
establishment of a baccalaureate program in autism education or the creation of an NYS teacher 
certification specifically in autism. Recommendations include streamlining NYS regulations on college 
program development at the undergraduate-level, cross-institutional, and multidisciplinary collaboration 
between teacher preparation programs, enhancing existing coursework on best practices in autism 
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The shortage of teachers highly qualified to educate students with autism 
spectrum disorders (ASD) in New York State affects the education of those pupils. There 
is a lack of research and understanding into the perspectives of leaders of schools of 
education in New York State who can affect the preparation of teacher candidates. This 
descriptive phenomenological study examined the experiences of 10 leaders in Upstate 
New York departments of education on the establishment of teacher preparation 
programs or coursework that would ensure preservice graduates are adequately prepared 
to educate students with ASD. Through semi-structured interviews, the study examined 
education leaders’ views on the ability of current teacher programs to prepare all 
department graduates for the rising number of students with ASD enrolled in public 
schools. The study examined what impediments to providing more preparation for 
preservice teachers exist and what efforts can be or are being made by the department or 
institute of higher education to mitigate those obstructions. Results from the data indicate 
little support for the establishment of a baccalaureate program in autism education or the 
creation of an NYS teacher certification specifically in autism. Recommendations include 
streamlining NYS regulations on college program development at the undergraduate-
level, cross-institutional, and multidisciplinary collaboration between teacher preparation 
programs, enhancing existing coursework on best practices in autism education, and 
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Chapter 1: Introduction 
This descriptive phenomenological study examined the perspectives of 
departmental leaders in schools of education regarding the current preparation programs 
for teachers training to educate students with autism spectrum disorders (ASD). Federal 
and state laws mandate students with disabilities (SWD) receive a free and appropriate 
education (FAPE) (Rehabilitation Act, 1973) in the least restrictive environment (LRE) 
(Every Student Succeeds Act, 2015; Individuals with Disabilities Education Act, 2004). 
The authenticated prevalence of ASD has been rising in the United States since the 1960s 
(Dave & Fernandez, 2015; Elsabbagh, 2020; Maenner et al., 2020). Each year, more 
students with ASD enter public primary (typically pre-kindergarten to Grade 6) and 
secondary (typically Grades 7-12) schools (United States Department of Education 
[USDE], 2017). There is a documented teacher shortage in the United States dating back 
to at least 1853 (Holloway & Davis, 1866) that has been increasing since the 1980s 
(Sutcher, Darling-Hammond, & Carver-Thomas, 2016).  
Teachers of SWD are not the only school personnel to interact with students with 
ASD, but due to the rise in prevalence of the disorder, as well as state and federal 
legislation regarding the inclusion of SWD in general education classrooms wherever 
possible, it is incumbent on all educationalists to have the skills to teach students with 
ASD in whatever learning environment those students are encountered (Busby, Ingram, 
Bowron, Oliver, & Lyons, 2012; Ravet, 2017; Roberts & Webster, 2020). 
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As of spring 2021, there are no private or public institutions of higher education 
(IHE) in New York State (NYS) that offer a baccalaureate-level degree focusing on 
educating students with ASD. Furthermore, United States Department of Education data 
indicate a shortage of highly qualified teachers in many general education and special 
education certification pathways in New York (USDE, 2020).  
With the rising prevalence of ASD (Centers for Disease Control [CDC], 2020), 
determining what schools of education can or will do to address the potential gap in 
services for students with ASD is of great interest (Berry, Petrin, Gravelle, & Farmer, 
2011; Hodges, Tippins, & Oliver, 2013; Ladd, 2007). Historically, when SWD were 
perceived to have been denied educational opportunities commensurate with their non-
disabled peers, or reasonable accommodations, litigation followed (Endrew F. v. Douglas 
County School District RE-1, 2017; Fry v. Napoleon Comm. Sch. District, 2017). 
Many rural and urban school districts face critical challenges, such as recruiting, 
retaining, and developing qualified teaching staff, particularly special education teachers 
(Lassig, Doherty, & Moore, 2015; Maranto & Shuls, 2012; Sutton, Bausmith, O’Connor, 
Pae, & Payne, 2014). Research indicates a lack of qualified general and special education 
teachers negatively impacts educational outcomes for SWD (Feng & Sass, 2013; 
Gutierrez, Weinberger, & Engberg, 2016; Kunter et al., 2013). Research also highlights a 
direct correlation between underqualified or unqualified teachers and low student 
achievement (Futernick, 2007). Teachers with a bachelor’s or master’s degree are 
associated with higher-quality classrooms than teachers with an associate’s degree or 
high school diploma (Dunst, Hamby, House, Wilkie, & Annas, 2019). 
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As early as 2008, the USDE asserted 11% of special education teachers did not 
meet minimum standards of preparation, including training in evidence-based practices 
certification. In the same year, McLeskey and Billingsley (2008) also concluded that 82-
99% of secondary-level special education teachers lacked the qualifications, knowledge, 
and experience to instruct the content area to which they were assigned. New York State 
Education Department (NYSED) reported that the number of teachers lacking 
certification in their subject area had tripled from 2010 to 2016 (Dee & Goldhaber, 2017).  
The task of ensuring all students receive equal educational opportunity is 
complicated by the fact that nearly 25% of special education teachers leave the field 
within the first 5 years (Boe, Cook, & Sunderland, 2008; Mason-Williams et al., 2020; 
Sullivan et al., 2017). Guaranteeing a qualified teacher leads classrooms containing 
special needs students becomes problematic as the number of students in schools 
diagnosed with ASD increases annually (Safran, 2008). Current, typical teacher 
preparation programs do not necessarily address the demands placed on an autism 
educator (Barnhill, Polloway, & Sumutka, 2011; Barnhill, Polloway, Sumutka, & Lee, 
2014).  
Studies show inadequate teacher preparation has a significant negative impact and 
increases the likelihood of regression (Barnhill et al., 2011). Most preservice teachers 
(student teachers) receive only introductory exposure to accommodations, evidence-
based practices (EBP) (Hsiao & Sorensen Petersen, 2018; National Research Council 
[NRC], 2001), and instructional strategies necessary to educate students with autism at 
their appropriate grade level (Morrier, Hess, & Heflin, 2011). Research by Busby et al. 
(2012) reveals deficits in communication, socialization, and cognition amongst students 
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with ASD complicate the teaching and learning process. Given the atypical manifestation 
of speech, language, communication, and behavior, students with ASD are likely to 
present unique challenges for both general and special education teachers (Barnhill et al., 
2011). To effectively address the deficits and challenges endemic to teaching ASD 
students, educators must employ specialized instructional techniques (Barnhill et al., 
2011; Barnhill et al., 2014). Despite this, teacher certification in the state of New York is 
dependent upon attending only a single, 3-6 hour workshop on autism, which provides no 
in-person contact with ASD/SWD children, and may be accomplished virtually (Barnhill 
et al., 2011; Morrier et al., 2011; NYS Office of Teaching Initiatives [OTI], 2020).  
If students with ASD are not being educated on par with their non-disabled peers, 
then the issue is not about rules and laws but becomes a matter of equity (Majoko, 2016). 
When teachers are equipped to educate all students, then access to knowledge, 
socialization, and culture is no longer denied to those individuals with cognitive 
disabilities that may impair their studies (Bennett, Webster, Goodall, & Rowland, 2018). 
This study aims to determine what can be done by college and university leadership to 
address the looming inequity of nonexistent autism teacher preparation programs at the 
preservice level in Upstate New York.  
Problem Statement 
The prevalence of persons with ASD in the general population continues to rise 
(Jensen, Steinhausen, & Lauritsen, 2014) and is currently one in 54 new births in the 
United States (Maenner et al., 2020). As a result, there are more students with ASD 
enrolled in public schools than ever before (USDE National Center for Education 
Statistics [NCES], 2019). Due to differences in symptomatic expression and varying 
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abilities unique to each child (Appendix A), educating students with ASD is a very 
complex and complicated endeavor (Hull, Mandy, & Petrides, 2017; Masey, DeMayo, 
Glozier, & Guastella, 2017; Shyman, 2012; Waligórska et al., 2019). 
Training new graduates to effectively educate students with ASD is critical to the 
long-term success of those learners (Able, Sreckovic, Schultz, Garwood, & Sherman, 
2014; Barnhill, 2011; Busby et al., 2012). Ensuring adequate preparation of teachers is 
essential to guarantee school districts comply with the federal law mandating a free and 
appropriate education (FAPE) of SWD, an effort that may be impacted by the limited 
opportunities presented to initial teacher preparation program participants (Cochran-
Smith & Villegas, 2015; Johnson, 2018; Kunter et al., 2013; von Hippel & Bellows, 
2018).  
Federal leadership has driven many changes in policy, procedure, and law, 
particularly in regard to the public education of SWD (Education for All Handicapped 
Children Act [EHA], 1975; Elementary and Secondary Education Act [ESEA], 1976; 
Every Student Succeeds Act [ESSA], 2015; Individuals with Disabilities Act [IDEA], 
2004; No Child Left Behind [NCLB], 2001). New York State extended those regulations 
and guidelines in many specific and targeted ways. Local education authorities (LEA) are 
left to contend with and interpret layers of legislation and are sometimes compelled by 
circumstances beyond their control to hire underqualified or unqualified instructors to fill 
teaching vacancies (Maranto & Shuls, 2012; Mason-Williams et al., 2020; Sutton et al., 
2014).  
Unfortunately, ensuring an adequate supply of qualified teachers has been 
historically difficult (Mason-Williams et al., 2020). A combination of teacher shortages 
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and local recruitment difficulties may intensify the trouble in maintaining qualified 
teaching staff (Berry et al., 2011). To address the historic shortage of general and special 
education teachers, the state and federal governments turned to legislation in an attempt 
to increase and improve the supply of qualified teachers (EHA, 1970; ESEA, 1976; 
ESSA, 2015; IDEA, 2004; NCLB, 2001).  
Teachers must have the skill to modify and adapt curriculum and lessons to 
facilitate mainstream inclusion (Lauderdale-Littin & Brennan, 2017). In fact, Wong et al. 
(2014) identified 27 evidence-based practices (Appendix B) considered critical 
knowledge for emerging and existing teachers of students with ASD. Educators must also 
support improved communication of individuals with ASD (Ravet, 2017) and possess the 
skill to look past behaviors to skillfully address the learners' needs (Charman et al., 
2011). Both Hendricks (2011) and Shyman (2012) noted that many teacher preparation 
programs focus too narrowly on general certification and lack specialization in the field 
of autism. Gansle, Noell, and Burns (2012) describe teacher preparation programs as an 
obvious source of variability.  
Thus, ensuring all school staff is prepared to educate the diverse range of students 
with autism is crucial to the long-term success of persons with ASD (Barnhill et al., 
2014; Ravet, 2018). Due to rising rates of ASD in the general population, improving 
teacher preparation for those students is an urgent matter (Graf, Miller, Epstein, & Rapin, 
2017; Loiacono & Valenti, 2010). Autism is no longer a condition that can be addressed 
by only special educators but has become the duty of all teachers (Loiacono & Valenti, 
2010). As such, we must prepare all graduates of teacher preparation programs to teach 
students with ASD (McGillicuddy & O'Donnell, 2014). This study aims to determine 
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leadership perspectives on the establishment of initial teacher preparation programs in 
New York State colleges and universities that focus on preparing teachers to educate 
students with autism spectrum disorders in the least restrictive environment. 
Theoretical Rationale 
The theoretical framework has been described as the blueprint for the dissertation 
(Grant & Osanloo, 2014). The resulting outline guides the study and provides structure. 
According to Glanz, Rimer, and Viswanath (2008), organizational development (OD) is a 
field of research, theory, and practice dedicated to expanding the knowledge and 
effectiveness of people to accomplish more successful organizational change and 
performance (Beckhard, 1969; Cummings & Worley, 2014). Organizational development 
has also been described as a deliberate, top-down effort that works with beliefs, 
viewpoints, and structures to increase organizational effectiveness (Beckhard, 1969; 
Bennis, 1969; Cummings & Worley, 2014). Schroeder (2011) contends organizational 
development plays a valuable role in leading institutional change, noting OD brings about 
shifts in values, boundaries, and paradigms that are required for broad-based changes in 
teaching and learning that take place at universities. 
Kurt Lewin developed the foundation of change theory and organizational 
development over the course of 30 years in what became known as the Hardwood Studies 
(Burnes, 2007). The theory emerged from human relations studies carried out from 1939 
to 1947. Modern psychologists realized that organizational structures and processes 
influence worker behavior and motivation (Burnes, 2007; Glanz et al., 2008). Lewin 
deemed organizational development to be a process of continuous diagnosis, action 
planning, implementation, and evaluation, with the goal of transferring knowledge and 
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skills to organizations to improve their capacity for solving problems and managing 
future change (Glanz et al., 2008). 
More recently, work on OD has expanded its focus on aligning organizations with 
their rapidly changing and complex environments through organizational learning, 
knowledge management, and transformation of organizational norms and values (Glanz 
et al., 2008). Glanz et al. (2008) describe the three key concepts of organizational 
development theory as (a) organizational climate, (b) organizational culture, and (c) 
organizational strategies. Organizational climate is defined as the mood or unique 
personality of an organization. It suggests subjective features such as the attitudes and 
beliefs about organizational practices create organizational climate and influence 
members' collective behavior. The study of organizational culture examines the extent to 
which the subjective features (e.g., assumptions, values, and norms) reflect members' 
unconscious thoughts and interpretations of their organizations (Warrick, 2015). Finally, 
organizational strategies are a common OD approach used to help organizations negotiate 
change (i.e., action research) and typically consists of four steps: diagnosis, action 
planning, intervention, and evaluation (Weston, 2017).  
Diagnosis helps organizations identify problems that may interfere with its 
effectiveness and assess the underlying causes (Harrison, 2005; McFillen, O’Neil, Balzer, 
& Varney, 2013). This process typically involves enlisting the help of an outside 
specialist to help identify problems by examining its mission, goals, policies, structures, 
and technologies; climate and culture; environmental factors; desired outcomes and 
readiness to take action (Banutu-Gomez & Banutu-Gomez, 2007). Gathering information 
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to support the diagnostic process is usually done through key informant interviews or 
formal surveys of all members (Glanz et al., 2008). 
Action planning contends with strategic interventions for addressing diagnosed 
problems are developed. The organization is engaged in an action planning process to 
assess the feasibility of implementing different change strategies that lead to action 
(Glanz et al., 2008). Intervention safeguards the change steps being considered to ensure 
they are specified and sequenced, progress monitored, and stakeholder commitment is 
cultivated. Evaluation assesses the planned change efforts by tracking the organization's 
progress in implementing the change and by documenting its impact on the organization. 
The role of theory in quantitative research is to provide a lens for how the study 
will process new knowledge and unearth preconceptions (Collins & Stockton, 2018). 
Theory building should represent both process knowledge, such as understanding how 
something works, and outcome knowledge, or explaining how that knowledge works, 
even to prediction (Lynham, 2002). In this study, organizational development theory 
guided the researcher in interviewing and conversing with the study participants. 
Statement of Purpose 
The purpose of this study was to examine the leadership perspectives of executive 
decision-makers in departments of education on the establishment of teacher preparation 
programs or coursework that ensure preservice graduates are adequately prepared to 
educate students with autism spectrum disorders (ASD). The study examined education 
leaders’ views on the ability of current teacher programs to prepare all department 
graduates for the rising number of students with ASD enrolled in public schools. The 
study examined what, if any, impediments to providing more preparation for preservice 
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teachers exist and what efforts can be made by the department or IHE to alleviate those 
obstructions.  
Research Questions 
Research questions are interrogative statements that narrow the statement of 
purpose to specific questions (Creswell, 2002). Given the problem statement, the 
following research questions were addressed by the study methodology and data analysis.  
1. From the perspectives of deans of faculty, deans of education, assistant deans 
of education, associate deans of education, or department chairs of education, 
to what extent are general and special education teachers prepared to educate 
students with autism spectrum disorders in New York State?  
2. From the perspectives of deans of faculty, deans of education, assistant deans 
of education, associate deans of education, or department chairs of education, 
what efforts are being made by teacher preparation programs to address the 
shortage of general and special education teachers in New York State who are 
prepared to educate students with autism spectrum disorders?  
3. From the perspective of deans of faculty, deans of education, assistant deans 
of education, associate deans of education, or department chairs of education, 
what obstacles or challenges exist in designing and implementing strategies to 
address the teacher shortage? 
Potential Significance of the Study 
The topic of this dissertation study is the leadership perspectives of executive 
decision-makers in schools of education on the establishment of preservice teacher 
education programs or coursework that prepares graduates to teach students with ASD. 
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Executive leaders at colleges and universities play a pivotal role in implementing future 
programs of study (Akins et al., 2019). There is little research examining the awareness 
of leaders in schools of education regarding specific departmental coursework in autism 
education or their perspectives on potential obstacles to providing more relevant content. 
This research may aid in the identification of strategies to consider in the establishment of 
baccalaureate teacher programs preparing graduates to educate students with ASD, 
particularly in New York State. 
The research study is both important and relevant due to the increasing number of 
students with ASD enrolled in public schools since 2004 (USDE, 2019). As a result, the 
parallel need for highly qualified general and special education teachers is increasing. 
Moreover, the supply of skilled and trained teachers is decreasing, as is the number of 
university faculty prepared to instruct the emerging teacher corps (Boe et al., 2008; 
Iovannone, Dunlap, Huber, & Kincaid, 2003; Pion, Smith, & Tyler, 2003; Simpson, 
2005; Washburn-Moses & Therrien, 2008).  
There are many potential benefits to this study. Practitioners may be able to use 
the study to determine if there is a need to change their organization. In so doing, colleges 
and universities can modify or bolster existing programs that need few additional 
supports. The IHE may also be able to use the research to create new programs of study 
or new coursework that supplements teacher preparation programs. Departments of 
education may be able to use the research to justify adding classes in teaching ASD to all 
teacher education programs of study, rather than relegating its training only to the area of 
special education.  
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Researchers may see in this study implications for further examination and 
exploration of the topic. The study could be expanded beyond its original scope to 
include more colleges and universities. The study could be repeated in the context of 
other states. It could be organized according to demographics, where researchers evaluate 
the impact of adding teacher preparation programs in urban, suburban, or rural IHEs. This 
research may provide others an opportunity to do a cost-benefit analysis of implementing 
new programs of study at IHEs. The research might also be revisited at a later date to 
determine if the findings were implemented, the impact of the changes, or the perceptions 
of school districts on teacher graduates who underwent the new curriculum. 
Other researchers may view the study as relevant to those studying organizational 
change. The study could be used across organizations as a model to garner leadership 
insights to promulgate change within organizations. The study might also be used to see 
if organizational change leads to changes in leadership styles of existing executives or if 
it leads to a change in staffing at the IHE.  
Policy makers may refer to the study when making recommendations for change. 
The study may provide an opportunity to examine public perception of policy changes at 
IHEs. The study may also be examined in terms of its upstream impact on state or federal 
law. Further, if qualified teachers are being provided to districts at adequate rates, 
researchers may look at how that impacts the local, state, or national teacher shortage 
numbers. 
This study has the potential to help clarify the role of higher education in 
equipping public schools with general and special education teachers trained in strategies 
for educating students with ASD. Those teachers will be prepared to meet the challenges 
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of educating all children, thereby meeting the mandates of federal and state guidelines for 
educating SWD.  
Chapter Summary 
A preliminary examination of the literature indicates a great deal of research has 
been conducted on the topic of autism. Little research, however, has been done on the 
leadership perspectives of the executive leaders of teacher education programs preparing 
preservice teacher candidates to educate students with autism spectrum disorder. Why are 
there so few programs that prepare teachers at the initial certification level to teach 
students with autism?  What factors stand in the way of establishing such programs?  It is 
important to address this continuing issue because the incidence and prevalence of 
children with ASD and students with ASD in public schools are steadily increasing. 
Due to the lack of “well-designed and specialty-focused preservice programs,” 
Simpson (2004, p. 140) theorizes that it is unrealistic to expect special educators, general 
education teachers, and related-service providers to attain sufficient skills and 
experiences to effectively teach students with ASD. Simpson (2004) also postulates that 
political and economic malaise would negatively impact the availability of qualified 
teachers of students with ASD. It seems sensible to recommend incorporating extensive 
preservice and in-service training to ensure both general and special educators are 
prepared to work collaboratively to engage students with ASD. Research suggests that 
daily practice in teaching activities may help improve teacher practice (Boyd, Grossman, 
Lankford, Loeb, & Wyckoff, 2009). 
Chapter 2 examines the existing literature on teacher shortages, prevalence of 
autism spectrum disorder, teacher training/education/preparation for educating students 
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with ASD, the development of special education in the United States, in general, and in 
New York State, in particular, and organizational change and program development in 
higher education. 
Chapter 3 describes the research method used in the study. Chapter 3 provides a 
general perspective on the design of the study and its underlying methodology. Chapter 3 
also describes the context of the research, the participants, data collection instruments, 
and provides a detailed explanation of the procedures for both data collection and data 
analysis. 
Chapter 4 presents the results of the study. It is organized by research question 
and focuses on whether the collected data answer the research question. Chapter 4 
attempts to make sense of the textual, interview, and empirical data and includes several 
appendices. 
Chapter 5 discusses and interprets the results presented in Chapter 4. Chapter 5 
discusses the implications of the findings, as well as potential limitations of the study. 
Chapter 5 also includes recommendations for further research, as well as potential 
opportunities to apply the research within IHEs. Chapter 5 ends with a conclusion that 




Chapter 2: Review of the Literature 
Introduction and Purpose 
This descriptive phenomenological study examined the perspectives of 
departmental leaders in higher education institutions on the training of new teachers to 
educate students with autism spectrum disorders (ASD). Current federal and state 
regulations pertaining to the education of students with disabilities are highlighted, as 
well as teacher shortages and topics related to ASD. A review of the literature was 
undertaken to examine the intersectionality of (a) the history and current state of teacher 
shortage in US and NYS; (b) the history of students with disabilities (SWD) education in 
the United States (US) and New York State (NYS); (c) organizational change and 
program development in higher education in NYS; (d) autism spectrum disorder 
(prevalence and inclusion); and (e) teacher education programs in NYS. 
The topic for the dissertation is the perspectives of executive leaders in higher 
education regarding the establishment of education programs preparing preservice 
teachers to educate students with ASD. There is little research into the views of executive 
leaders in higher education regarding either teacher shortages or the obstacles to 
establishing new teacher education pathways in NYS. This research is important because 
(a) the number of students with ASD enrolled in NYS public schools has steadily 
increased since 2004; (b) teacher shortages are present in NYS, in both regional and 
demographic contexts; and (c) this research adds to the existing literature (Maenner et al., 
2020; NYSED, 2020; USDE, 2016); and (d) higher education leadership perspectives on 
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teacher preparation programs (TPP) preparing new graduates to educate students with 
ASD.  
Literature Review 
The primary goals of the literature review were to determine (a) if a teacher 
shortage existed; (b) to what extent a teacher shortage would affect student achievement; 
(c) what factors affected teacher efficacy; (d) the extent to which the prevalence of autism 
spectrum disorder was changing, if at all, especially in the United States; and (e) what 
teacher factors affected student achievement and skill acquisition, in general, and 
specifically to students with ASD. Search terms focused on teacher education and autism. 
Comorbid conditions, such as ADHD, were not initially considered but were allowed in 
subsequent reexaminations of resources. The population of interest was teachers of 
secondary school-aged children (Grades 7-12, approximate ages of 12-21) with autism. 
Student achievement and skill acquisition were considered dependent variables. The 
initial literature review considered both quantitative and qualitative case studies, as well 
as meta-synthesis and meta-analysis of the topic. 
Research articles were initially collected by using the St. John Fisher College 
Lavery Library “article search” and “advanced search” functions, as well as the social 
science (i.e., Taylor & Francis, 2010 to 2021), educational (i.e., EBSCOhost Education 
Source, 2010 to 2021; ERIC, 2010 to 2021; ProQuest, 2010 to 2021; Sage, 2010 to 2021), 
and psychological databases (i.e., PsychInfo, 2010 to 2021). The exact terminology used 
was different in the various databases, necessitating the use of a variety of search terms to 
garner similar results. The first step of this literature review involved reviewing articles 
that met the inclusion criteria (Appendix C). Sources were identified as relevant to 
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teacher preparation programs for students with autism. Articles related to state or federal 
government disability laws supplemented the research. Results from industry-standard 
psychological diagnostic manuals were also added as they were discovered. 
The search was conducted again using social science (Taylor & Francis, 2010 to 
2021), educational (EBSCOhost Education Source, 2010 to 2021; ERIC, 2010 to 2021; 
ProQuest, 2010 to 2021; Gale Educator’s Reference Complete, 2010 to 2021; Sage, 2010 
to 2021), and psychological databases (PsychInfo, 2010 to 2021). Once again, only 
English-language, peer-reviewed articles were screened and reviewed to determine if 
they met the inclusion criteria described above. No conference proceedings, dissertations, 
or lectures were included as a source.  
The literature reviewed relates directly to determining the extent and impact of 
teacher shortages, the prevalence of ASD, and the effect of teacher preparation on 
educational outcomes for secondary students with ASD. Also included is a brief 
overview of studies relating to teacher self-efficacy and best practices for students with 
autism. The review also identified gaps in the literature. 
National teacher shortage. The examination of modern teacher preparation 
program efficacy has occurred for over 50 years (Gage, 1963). Examining the efficacy of 
teacher preparation coincided with the establishment of the first teacher’s college in the 
United States in 1839 (Ogren, 2005). From that point forward, the question of expanding 
and improving teacher preparation was integral to the expansion of American education 
(Nguyen, 2018; Warren, 1985). In 1853, a bill was brought before the U.S. Senate to 
address a national teacher shortage (Holloway & Davis, 1866). A general, national 
teacher shortage was noted as a concern over 100 years ago (Monahan & United States 
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Department of the Interior, 1913). Though it has become more regionalized and content-
specific, state and national teacher shortages continue to plague school districts (Figure 
2.1) (Aragon, 2016; Garcia & Weiss, 2019a; Sutcher et al., 2016). 
 
Figure 2.1. Teacher shortages, 2003-2025, as estimated by Sutcher et al. (2016). Note. The supply line 
represents the midpoints of upper- and lower-bound teacher supply estimates. Years on the horizontal axis 
represent the latter annual year in the school year.  
A national teacher shortage may be larger than first thought, as most reports 
highlight only new teacher certification, failing to address the fact that many existing 
teachers remain unqualified or underqualified (Garcia & Weiss, 2019a). Garcia and 
Weiss (2019a) assert the importance of acknowledging teacher shortages are “the result 
of multiple and interdependent drivers, all working simultaneously to cause the 
imbalance between the number of new teachers needed (demand) and the number of 
individuals available to be hired” (p. 11). 
Numerous reasons for the national teacher shortage have been suggested, 
including: (a) a changing view of teaching (Berry & Shields, 2017); (b) a declining 
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interest in teaching (Kamenetz, 2014); (c) relatively low pay (Deruy, 2016; Garcia & 
Weiss, 2019b; Paretelow & Baumgardner, 2016); (d) low enrollment in teacher 
preparation programs (Sutcher et al., 2016); (e) difficulties in recruiting and retaining 
teachers (Carver-Thomas & Darling-Hammond, 2019); and (f) a severe, national 
economic downturn beginning in 2007 (Paretelow, 2019). 
Research indicates the public perception of the teaching profession has changed 
(Berry & Shields, 2017). Phi Delta Kappa International (PDK), a professional 
organization supporting educators and education efforts since 1906, found that the 
majority of parents (54% to 46%) now acknowledge that they do not want their children 
to become teachers, the first time such results emerged in their poll since it started in 
1969 (Heller, Preston, & Bucheri, 2018; Stringer, 2018). Another public opinion poll 
found 15% of the nations’ teachers described as unsatisfactory (West, Henderson, 
Peterson, & Barrows, 2018). A PDK poll reported 39% of Americans reported lacking 
confidence in their child’s teachers, and 55% of respondents said today’s students receive 
a worse education than they did as students (Heller et al., 2018). Teachers themselves 
also report dissatisfaction with the profession and may not have a realistic view of their 
anticipated profession (Bergmark, Lundström, Manderstedt, & Palo, 2018; Roness & 
Smith, 2010). A TeachNY report also addressed enrollments and public perception of 
teaching and noted: 
Most educator-preparation programs(EPPs) in New York State and across the 
country have experienced unprecedented levels of declining enrollment over the 
past decade, largely due to a shifting economy, recent reductions in hiring at the 
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P–12 level, and public assaults upon the teaching profession (Zimpher, 2016, p. 
76). 
The most common complaints that may contribute to the teacher shortage are low 
salaries, lack of professional advancement opportunities, difficult working conditions 
(Martin, Paretelow, & Brown, 2015), and a dwindling appeal of the teaching profession 
(Kamenetz, 2014). A PDK poll reported 66% of Americans believe teachers are 
underpaid (Heller et al., 2018). A poll of teachers found 88% of them believed they were 
underpaid (West et al., 2018). Paretelow (2019) suggested vacancies may persist because 
teacher salaries are too low to meet demand. When adjusted for inflation, teacher’s 
average weekly pay decreased $21 from 1996 to 2018, while the weekly wages of all 
other college-educated professions rose by $323 during the same time period (Allegretto 
& Mishel, 2019). The research by Allegretto and Mishel (2019) also shows that teachers 
experience a 13% wage penalty compared to comparably educated professionals  In some 
places, even mid-career teachers are taking second jobs or may even qualify for public 
assistance (Boser & Straus, 2014). These factors may contribute to low enrollment in 
teacher preparation programs (Sutcher et al., 2016). 
Data indicates national enrollment in teacher preparation programs declined by at 
least 35% between 2009 and 2013 (Aragon, 2016; Paretelow & Baumgardner, 2016; 
USDE, 2015). During that same period, New York realized a 43% decline in TPP 
enrollment (Paretelow & Baumgardner, 2016). A complementary report by the National 
Center for the Analysis of Longitudinal Data in Education Research (CALDER) claims 
only half of the graduating teachers found employment as teachers in the period 1987-
2011 (Cowan, Goldhaber, Hayes, & Theobald, 2015). Paretelow (2019) found that there 
 
21 
were more than one-third fewer students enrolled in TPPs in 2018 than there were in 
2010, and the USDE (2018) data show that nearly every state had experienced declining 
enrollment in TPPs (Figure 2.2). There was also a 14% decline in students completing 
TPP to become special education teachers from 2012 to 2018 (Paretelow, 2019). 
Brownell, Bishop, and Sindelar (2018) showed that because of geographic location, 
culture, and lack of resources, rural administrators struggle to recruit special education 
teachers. 
 
Figure 2.2. Total undergraduate enrollment, 1970-2028. Adapted from U.S. Department of 
Education, National Center for Education Statistics, Higher Education General Information Survey 
(HEGIS), "Fall Enrollment in Colleges and Universities" surveys, 1970 through 1985; Integrated 
Postsecondary Education Data System (IPEDS), "Fall Enrollment Survey" (IPEDS-EF:86-99); IPEDS 
Spring 2001 through Spring 2018, Fall Enrollment component; and Enrollment in Degree-Granting 







































































































































Studies show that traditional TPPs are typically based at a postsecondary IHE 
(Paretelow, 2019), and teachers who graduate from these programs do not start teaching 
until they have finished all of their certification requirements (Jang & Horm, 2017). 
Research indicates traditional TPPs yield better knowledge, self-efficacy, and retention 
than alternative pathways to certification. 
The difficulties reported in recruiting and retaining teachers (Carver-Thomas & 
Darling-Hammond, 2019) are influenced by market fluctuation from year to year, but 
overall, they have increased since the early 1990s by 27 % (Ingersoll, Merrill, & Stuckey, 
2018). Hiring educators is also affected by the fact that labor markets for teachers are 
hyperlocal, with most teachers working within 15 miles of their hometowns (Reininger, 
2012). The geographic location of a school is an important predictor of applications for 
teacher vacancies (Engel, Jacob, & Curran, 2014). Teachers are likely to apply to schools 
closer to their homes and ethnically similar. 
Results indicate that rural principals prefer to hire applicants who have completed 
a traditional 4-year college/university preparation program. In addition, when 
reviewing applicant materials, they look for specific factors such as experience, 
those who are known in the community, cooperating/lead teacher evaluations, and 
areas of licenses held among teacher candidates. Rural school principals 
specifically reported a preference toward hiring applicants who hold a dual 
license in elementary and special education (Diamond, Demchack, & Abernathy, 
2020, p. 138). 
Making those hiring decisions was complicated by a severe economic slump beginning in 
2007. The Great Recession (2007-2009) pressured many states to cut programs, services, 
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and staff (Goldhaber, Strunk, Brown, & Knight, 2016). As a result of the Great 
Recession, many states cut spending to finance tax cuts, resulting in larger class sizes in 
school and affecting teacher pay (Allegretto & Mishel, 2019). Further, enrollment in 
TPPs declined in states that had experienced widespread layoffs (Paretelow & 
Baumgardner, 2016). The Center for American Progress (CAP), however, suggested the 
issue might be a lack of detailed information that prevents policy makers from 
developing targeted, effective solutions (Paretelow, 2019). A 2016 TeachNY Advisory 
Council Report said teacher shortages were “a pressing social issue, one that demands 
concentrated attention, especially from public universities” (Zimpher, 2016, p. 27). The 
report placed the blame for dropping teacher enrollment squarely on politicians, noting, 
“Educators face ever-increasing scrutiny from a range of stakeholders, perhaps most 
notably politicians, who make essential funding decisions and who have loudly held 
public school teachers solely responsible for the documented ‘failures’ of U.S. schools” 
(Zimpher, 2016, p. 16).  
The shortage of qualified educators is not limited to the K-12 education setting. 
Colleges and universities also report a deficiency in the number of doctorate-level 
professors qualified to instruct and prepare special educators (Pion et al., 2003; 
Washburn-Moses & Therrien, 2008). In addition, the decreasing number of candidates 
pursuing a terminal degree in special education reduces the number of faculty available to 
address preservice teacher training (Washburn-Moses & Therrien, 2008). This further 
complicates and compounds the effect of the shortage. Appendix D provides a glossary of 
teacher shortage terminology. 
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An analysis of more recent data suggests the teacher shortage trend continues and 
is of particular concern in the field of special education (Cross, 2017). As early as 1990, 
the federal government recognized a national teacher shortage in special education and 
autism (Cross, 2017). McVey and Trinidad (2019) analyzed the USDE data and stated 
80% of states identified special education as a shortage area in the 20 years from 1998 to 
2018. Nationally, the shortage of special education teachers hovers around 8% (Mason-
Williams et al., 2020). 
The USDE has issued a report every year since 1990 on teacher shortages. Data 
published for 1990-2021 indicated special education to be a persistent area of shortage 
(USDE, 2020). Pre-kindergarten to Grade 12, bilingual special education, and pre-
kindergarten to Grade 12 were two of the top three areas projected to experience a 
shortage during the 2021-2022 school year (USDE, 2020). The supply of special 
educators in the U.S. continues to be insufficient to meet the demand (Feng & Sass, 2018; 
Sutton et al., 2014). The shortage variously impacts states, as well as schools with 
differing demographics, but the trend is national (Dewey et al., 2017). A shortage of 
special education teachers was also found to affect New York State (USDE, 2020). 
Upstate New York teacher shortages by region and specialization. The NYS 
Department of Labor (NYSDOL) reported teacher shortages in all seven regions of 
Upstate New York (NYSDOL, 2019a, 2019b, 2019c, 2019d, 2019e, 2019f, 2019g). 
However, dissimilar shortages were reported in the diverse regions of Upstate New York 
that appeared to be related to geographic and demographic influences. All areas reported 
shortages in special education. Having highly qualified special educators that are 
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prepared to teach SWD was found to be an essential component of improved educational 
outcomes for SWD such as ASD (Feng & Sass, 2013).  
As seen in the population density map included in Appendix E, the seven regions 
of Upstate New York (Appendix F) may be described as urban pockets surrounded by a 
predominately rural landscape (USDOL, 2010). In rural areas, proportionally fewer 
graduates of rural high schools attend an IHE (Koricich, Chen, & Hughes, 2018). Data 
indicate geographically remote and rural areas experience higher levels of poverty, which 
is found to limit access to postsecondary education (Sindelar et al., 2018).  
 
Figure 2.3. Projected need for teachers in New York State, 2009-2018. Retrieved from New York 
State Educational Conference Board. 
New York State United Teachers (NYSUT), the largest teacher union in NYS, 
contends that the teacher shortage is of critical importance (NYSUT, 2020). The New 
York State Educational Conference Board (NYSECB) published a succinct graphic 
(Figure 2.3) that illustrates declining enrollment and increasing numbers of teacher 
retirees from 2009 to 2017. The graphic illustrates declining enrollment in the 18-year 
span from 2009-2018, as well as indicating that nearly one-third of NYS teachers are 
eligible to retire 2018-2023. NYSUT data indicate that 33% of its members were eligible 
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to retire within 5 years (NYSUT, 2018). USDE (2020) data on teacher attrition does not 
currently extend beyond 2013, but an average of 7.3% of teachers left teaching annually 
between 1987and 2013. 
In a publicly released memorandum, the NYS Interim Commissioner of 
Education confirmed the NYSDE believes there is a teacher shortage in New York, 
commenting:  
During this time of unprecedented uncertainty and challenge, it is more important 
than ever to ensure that the pipeline of prospective teachers remains open and 
active. Given the teacher shortages that we already face, it is essential that student 
teachers are able to complete their preparation and become certified teachers of 
record. Providing student teachers with the opportunity to complete their required 
clinical experiences is essential to their preparation and to ensuring that the 
pipeline of teachers is ready to replace retiring teachers and address shortage areas 
(Rosa, 2020, p. 1) 
Not everyone agrees there is a teacher shortage, either nationally, or in NYS. 
Others argue that teacher shortages appear to be confined to specific content areas and 
limited to specific geographic areas (Aragon, 2016; Malkus, Hoyer, Sparks, & Ralph, 
2015). In 2017, the New York State School Boards Association (NYSSBA) issued a 
report entitled “Teacher Shortage? What Teacher Shortage?” (Heiser, 2017). In the 
report, NYSSBA indicated teacher shortages were not widespread in all instructional 
areas but regionally concentrated and affecting certain teaching specialties. NYSSBA 
indicated the shortage is directly related to “a mismatch in supply and demand between 
types of teachers coming out of teacher preparation programs and the kinds of teachers 
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most in demand by schools” (Heiser, 2017, p. ii) and affect science, math, foreign 
language, ENL, and special education the most. The position statement from NYSSBA 
has not been updated since 2017. 
In a 2017 report, the Rockefeller Institute for Government (RIG) questioned the 
existence of national teacher shortages (Malatras, Gais, & Wagner, 2017). The RIG 
report also included information specific to NYS and noted student-to-teacher ratios in 
the state had decreased 27% from 18.57 in 1970  to 12.05 in 2015. The report highlights 
the Southern Tier region of Upstate New York as a conundrum, where the median salary 
is higher than anywhere else in the state but which still experiences persistent shortages. 
The Center for Retirement Research at Boston College (2020) reports a rise of 92,247 
teachers enrolled in the NYS Teacher’s retirement system from 2001-2020, from 340,473 
to 432,720, a 27% increase. 
In a subsequent report, RIG concedes, “the future effects of the declining supply 
of prospective teachers may be exacerbated by their specializations” (Gais, Blackmore, 
Malatras, & Park, 2018, p. 4). In addition, the authors note, “bilingual and special 
education [teachers], in particular, have long been reported by education administrators 
as specializations in short supply in New York” (Gais et al., 2018, p. 4). The RIG report 
admitted some TPPs are graduating an increasing number of special educators. The report 
also claimed teacher shortages created a concern for social justice, stating “some New 
York school districts face severe problems in teacher staffing . . . These equity issues are 
affecting more and more of New York’s children” (Gais et al., 2018, p. 4). Behrstock-
Sherratt (2016) concurred, noting that most shortages occur in high-needs school 
districts, making it an issue of equity. 
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In a 2018 report, NCES detailed the steady increase in the number of teachers 
employed in NYS (USDE, 2018). The report indicates there were 206,086 teachers in 
NYS in 2015, a total of 209,151 teachers in NYS in 2016, and a total of 213,159 teachers 
in NYS in 2017. In those 3 years, more than 7,000 teachers joined the cadre of educators 
in NYS (USDE, 2018). More current NCES data is unavailable. 
The Education Policy Center (EPC) suggests that if the issue of teacher shortages 
is framed well, then policy makers and stakeholders can make rational decisions based on 
data and dialogues rather than push reactionary legislation (Behrstock-Sherratt, 2016). 
The EPC states that assuming a shortage exists is a common pitfall because the issue is 
multifaceted. For example, the perception that teacher shortages exist could be caused by 
any combination of the following factors: (a) actual vacancies, (b) applications per 
vacancy, (c) teacher-to-pupil ratios, (d) anticipated attrition or retirement, (e) school 
district reports of shortages, (f) state-level supply and demand reports, (g) the timing of 
shortage reports during the hiring season, and (h) and unclear expectation as to what 
comprises a realistic number of vacancies that do not constitute a shortage (Behrstock-
Sherratt, 2016). What arises from this knowledge is a lack of consensus, making the 
uncertainty that a teacher shortage even exists become the only certainty (Behrstock-
Sherratt, 2016). 
EPC identified another potential avenue to confuse the issue when it asked if 
teacher shortage was the same thing as teacher attrition. The EPC report asked if the 8% 
rate of teacher turnover, nationally, is even a reason for concern (Behrstock-Sherratt, 
2016). More important is the implication that policy makers should use nearly 100 years 
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of teacher supply-and-demand data to inform their decision-making (Behrstock-Sherratt, 
2016). 
EPC offers several suggestions on how to overcome teacher shortage in both 
perception and reality. First, they suggest establishing a collaborative dialogue that 
crosses state borders (Behrstock-Sherratt, 2016). Doing so would provide an opportunity 
to examine shortage indicators and create a robust supply and demand report. 
Additionally, EPC suggests performing a root cause analysis of the teacher shortage 
issue. Doing so would enable stakeholders to identify the causes of shortages and create a 
targeted policy to address them. Without acknowledging the fact that the supply of 
teachers is a nuanced issue, policy makers will mistakenly continue to push for increasing 
the overall number of teachers rather than address the underlying issues (Cowan et al., 
2015). 
Regional shortages in New York State. In 2018, The Buffalo News reported 35% 
of Western NY superintendents consider teacher shortage a significant problem (Gee, 
2018). The difficulty is so pervasive that Buffalo school administrators were flying to 
Puerto Rico to recruit bilingual teachers. The article also described  
In a 2019 policy report published by the New York State Council of School 
Superintendents [NYSCOSS], 80% of state school superintendents claimed finding an 
adequate number of qualified teachers was a problem (NYSCOSS, 2019). In the North 
Country Region, 74% of superintendents reported finding a qualified teacher as a 
significant problem, as did school leaders in Mohawk Valley (71%), Southern Tier 
(61%), schools in rural areas (54%), and in 61% of districts where free and reduced lunch 
rations exceeded 60% of the student population (NYSCOSS, 2019).  
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Definition of autism spectrum disorder. The Centers for Disease Control (CDC, 
2020) defines ASD as: 
A developmental disability that can cause significant social, communication, and 
behavioral challenges. There is often nothing about how people with ASD look 
that sets them apart from other people, but people with ASD may communicate, 
interact, behave, and learn in ways that are different from most other people. The 
learning, thinking, and problem-solving abilities of people with ASD can range 
from gifted to severely challenged (p. 1). 
In the United States, the criterion for diagnosing ASD is published by the 
American Psychiatric Association (APA) in their Diagnostic and Statistical Manual of 
Mental Disorders (DSM). In 1980, the DSM-III described  infantile autism as a condition 
that occurs before age 3 characterized by a pervasive lack of responsiveness to other 
people (APA, 1980). Where speech is even present, the condition results in sever deficits 
in language development, peculiar speech patterns such as echolalia (APA, 1980).  
The current fifth edition of the DSM, the DSM-5, describes not infantile autism, 
but autism spectrum disorder,  as a condition (Appendix A) in which a person displays a 
“persistent deficits in social communication and social interaction across multiple 
contexts...[with] restricted, repetitive patterns of behavior, interests, or activities” (APA, 
2013, 299.00 ). The DSM-5 also notes that impairments must present during early 
development and manifest in significant clinical impairments. Given the atypical 
manifestation of speech, language, communication, and behavior described in DSM-5, 
students with ASD are likely to present unique challenges for teachers, both in general 
education and special education.  
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The DSM-III relied on terminology coined in 1943 by Kanner. Due to the change 
and expansion of the DSM definition, it is conceivable that persons currently diagnosed 
with ASD may not have qualified under the previous criteria. Gillberg and Wing (1999) 
suggest the prevalence rate of autism in the United States is inaccurate, even 
mythologized. The authors believe the rise in the incidence of ASD is more likely due to 
increased awareness of autism rather than a substantial rise. Further, the authors contend 
that the prevalence of autism has always been far higher than early studies suggested. 
With prevalence rates on the rise, many ask if there are enough qualified teachers to 
handle the influx of disabled students now appearing in schools. 
Prevalence of autism spectrum disorder. The prevalence of ASD is rising, not 
just in the United States but globally (Gillberg, Cederlund, Lamberg, & Zeijlon, 2006; 
Kogan et al., 2009). In the 1960s, rates of diagnosis in the United States were estimated 
to be approximately 4.5 children in 10,000 with autism (Lotter, 1966). By 2000, the CDC 
reported the prevalence rate for ASD (Table 2.1) to be one in 150 (Rice, 2007a). A 2008 
report showed that the rate had changed to one in 88 (Rice, 2007b), and in 2009, CDC 
reported a 57% increase in autism rates from 2002 to 2006 (Rice, 2009). In 2016, CDC 
estimated the prevalence of ASD across its research sites at 14.6 per 1,000 (one in 68, or 
1.5%) children aged 8 years as of 2012 (Christensen et al., 2016). In federal data 
published March 2020, the CDC indicates that, nationally, the current rate of autism in 
new births is one in 54 (Maenner et al., 2020). These data suggest each future class will 
have at least one student with autism spectrum disorder within the next decade, 










Combined Prevalence per 1,000 Children 
(Range Across ADDM Sites) 
This is about 1 in 
X children… 
2000 1992 6.7 (4.5-9.9) 1 in 150 
2002 1994 6.6 (3.3-10.6) 1 in 150 
2004 1996 8.0 (4.6-9.8) 1 in 125 
2006 1998 9.0 (4.2-12.1) 1 in 110 
2008 2000 11.3 (4.8-21.2) 1 in 88 
2010 2002 14.7 (5.7-21.9) 1 in 68 
2012 2004 14.5 (8.2-24.6) 1 in 69 
2014 2006 16.8 (13.1-29.3) 1 in 59 
2016 2008 18.5 (13.1-31.4) 1 in 54 
Note. Centers for Disease Control and Prevention Morbidity and Mortality Weekly 
Report (2020). 
To put these numbers into a different perspective, the USDE NCES (2019a) 
identified 93,000 students with autism enrolled in public schools during the 2000-2001 
school year, approximately 1.5% of the SWD enrolled. Data for the 2014-15 school year 
indicate 576,000 students with autism enrolled in public schools, approximately 8.8% of 
the SWD in the United States (NCES, 2019a). In the 2017-18 school year, the number of 
students with autism increased to 710,000, about 10.2% of the total SWD population 
(USDE, 2019b). National enrollment data show a numeric increase of 617,000 students 
with autism enrolled in public schools in only 20 years (NCES, 2019b). Despite this 
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marked increase, there is a concern the CDC is underestimating its currently published 
rate of prevalence for autism spectrum disorder in the general population.  
Validation studies showed the tracking system had missed 12 of 177 children who 
were later examined and found to have autism spectrum disorder (Avchen et al., 2011). 
Based on an analysis of the National Health Interview Survey (NHIS) from 2014-2016, 
the estimated prevalence rate of autism may be even higher than the CDC estimates in 
2012 (Xu, Strathearn, Liu, & Bao, 2018). The CDC acknowledges that a review of their 
tracking system revealed an error rate of approximately 6.8%. Some researchers question 
whether the prevalence rate is, in fact, rising or is a result of other factors (Dave & 
Fernandez, 2015). 
Graf et al. (2017) contend the rising rate of autism in the United States is a 
convergence of extrinsic dynamics and downstream determinations. The authors state the 
prevalence of autism is inflated due to an expansion in diagnostic criteria. The rise in 
prevalence is most likely due to the inclusion of related phenotypes, comorbid or 
coexisting conditions, substitutions, and overdiagnosis combined with destigmatization 
and laws supporting early intervention services. Saracino, Noseworthy, Steiman, 
Reisinger, and Fombonne (2010) contend the rise in prevalence is more likely attributed 
to recent changes in the definition of the disorder and public awareness. Given the 
conflicting views on the apparent rise in the prevalence of autism, quantifying the number 
of individuals with ASD is difficult. 
Grinker (2007) suggests the prevalence of autism is not, in fact, rising but is a 
result of physicians diagnosing autism correctly, with the same criterion. Grinker (2007) 
believes there are five elements causing the apparent rise in the prevalence of autism: (a) 
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there is now a broader definition of autism; (b) there have been changes in school policy 
that now allow students with ASD to receive special education services; (c) there has 
been a decrease in the stigma against ASD, which enables the number of under-reported 
cases to emerge; (d) many states now allow families to apply for Medicaid funding, 
leading more families to seek care for students with ASD; and (e) there has been an effort 
to relabel students with ASD, rather than mentally retarded, or having pervasive 
developmental disorder (PDD) or attention deficit hyperactivity disorder (ADHD). 
Accurately expressing the total number of students with autism is further 
complicated by cases where students lose the ASD diagnosis. Recent estimates suggest 
that 3-25% of students lose their ASD designation as they mature due to an initial 
misdiagnosis or through treatment, casting some doubt on prevalence rates (Blumberg et 
al., 2016). Of the children who lost an ASD diagnosis, nearly 86% of them were 
reclassified as having attention deficit hyperactivity disorder (ADHD). Some parents in 
the study reported seeing symptoms diminish or disappear with treatment. This strongly 
suggests an original misdiagnosis of ASD. However, there have been no verifiable cases 
of anyone having been cured of autism, Asperger’s syndrome, or pervasive 
developmental disorder (Bolte, 2014). Regardless of classification errors, there are 
currently more students diagnosed with autism spectrum disorder in public schools than 
ever before. Coincidental to an increase in students identified with ASD enrolled in 
public schools is the need to teach them. 
Research indicates that students with autism often fail to participate or achieve at 
school without appropriate supports (MacNeil, Lopes, & Minnes, 2009; van Steensel, 
Bögels, & Perrin, 2011), resulting in high exclusion rates for students with ASD (Brede 
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et al., 2017). Students with ASD were more likely to be suspended from school than their 
non-disabled peers (Krezmien, Travers, & Camacho, 2017; MacNeil et al., 2009). In 
addition, students with ASD have been found to avoid school (Schroeder et al., 2014) or 
withdraw from school altogether (Sciutto et al., 2012) at higher rates than their non-
disabled peers (Roberts & Webster, 2020).  
Accurately determining overall prevalence is complicated by the changing 
definition of autism over time and the emergence of more accurate diagnostic tools and 
aides (Nevison & Blaxill, 2017; Zylstra, Prater, Walthour, & Aponte, 2014). To date, 
researchers have identified neither a discernable cause nor a cure for autism (Bolte, 2014; 
Medavarapu, Marella,  Sangem, & Kairam, 2019). Though individuals on the autism 
spectrum share similar observable characteristics, behaviors, and symptoms, each person 
uniquely manifests those traits (APA, 2013). The unique nature of this disorder raises 
concerns apropos to delivering appropriate education to students with ASD (NRC, 2001; 
Scheuermann, Webber, Boutot, & Goodwin, 2003). Due to the explosive rise in the 
prevalence of ASD, it has become not only a diagnostic category, but a “rhetorical 
phenomenon” (Ryskamp, 2017, p. 1). 
Educating students with ASD. The qualifications and preparation of all public 
school teachers have been a recurring theme of concern since the authorization of the 
Elementary and Secondary Education Act in 1965, as well as its reauthorization in 2002, 
commonly known as the No Child Left Behind Act (NCLB). In 2004, the Individuals 
with Disabilities Education Act (IDEA) once again highlighted the need for highly 
qualified teachers, and this language was also included in the Every Student Succeeds 
Act (ESSA) of 2015.  
 
36 
Deficits in communication, socialization, and cognition complicate the teaching 
and learning process. Teachers must employ specialized teaching techniques to address 
those deficits. Inadequate teacher preparation has a significant negative impact and 
increases the likelihood of regression (Barnhill, Polloway, & Sumutka, 2011).  
Simpson (2004) notes the lack of qualified personnel to teach students with ASD 
as “the most significant challenge facing the field” (p. 140). The National Research 
Council (2001) reported teachers deficient in ASD experience. Ensuring a qualified 
teacher leads classrooms containing special needs students becomes problematic as the 
number of students in schools diagnosed with ASD increases annually (Safran, 2008).  
In 2001, the National Research Council (NRC) reported on teacher deficiencies in 
ASD, citing a specific lack of experience, methodologies, and strategies (NRC, 2001). 
Further research notes the scarcity of qualified personnel to teach students with ASD as 
the most significant hardship facing the teaching field (Simpson, 2004). Special 
education was reported to be particularly susceptible to high rates of attrition, turnover, 
and unpreparedness because it requires a high degree of training and specialization (Boe 
et al., 2008; Carver-Thomas & Darling-Hammond, 2019). Carothers, Aydin, and 
Houdyshell (2019) find the issue of teacher shortages is compounded by a tendency for 
districts to hire under- or unqualified staff to fill vacancies. They found that doing so 
places an unequal burden on disadvantaged students, as those unqualified teachers are 
disproportionately placed in classrooms with underprivileged children (Carothers, Aydin, 
& Houdyshell, 2019), such as students with disabilities.  
Determining the preparation level of teachers is essential to ensure school districts 
comply with the federal law mandating a free and appropriate education (FAPE) for 
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students with disabilities. The need to ensure adequate teacher preparation is important 
not just in special education settings, as approximately half of the students with ASD are 
served in a general education setting 40-80% of the time (Barnhill et al., 2011). Barnhill 
et al. (2010) identify 184 institutes of higher education (IHE) nationally that offer autism 
preparation via the National Center for Special Education Personnel and Related Service 
Providers (NCSEPRSC). When the NCSEPRSC database was referenced in January 
2021, the number of IHEs on the list that provide autism preparation to teachers had 
dropped to only 48. Of that number, two were in NYS, and both were in Manhattan. 
This is shown to be of critical importance in research from Muñoz and Chang 
(2008). That study indicates that an ineffective teacher has long-lasting, residual effects 
on student achievement, even when followed by an effective teacher. In their longitudinal 
analysis, they find that colleges are not providing pedagogical skills along with content 
knowledge. Furthermore, they note, teachers are not receiving adequate professional 
development to help them learn the skills to transfer their knowledge to a classroom. 
National education law (IDEA, 2004; ESSA, 2015) and state guidelines (NYSED 
Part 200) require students with disabilities to be educated in the least restrictive 
environment (LRE). The State of New York 8 CRR-NY 200.13(a)(6) stipulates, “a 
special education teacher with a background in teaching students with autism shall 
provide transitional support services in order to assure that the student's special education 
needs are being met.”  Cochran-Smith and Villegas (2008) claim the bevy of new 
legislation has produced “unprecedented attention to teacher quality and accountability, 
with the emphasis [being] on policies related to entry pathways, certification, testing, and 
assessment” (p. 9). 
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The State of New York mandates: 
all school districts are required [emphasis added] to furnish appropriate 
educational programs for students with autism from the date they become eligible 
for a free appropriate public education until they obtain a high school diploma, or 
until the end of the school year in which they attain their 21st birthday, whichever 
occurs first (New York State 8 CRR-NY 200.13(c), p. 18-cr).  
In 2008, the State of New York enacted legislation making it mandatory for all 
applicants for administration and special education teaching certification to have 
enhanced coursework in autism. In 2013, amended legislation contained in New York 
State Senate Bill S3189-A proposed all teacher and administrator certifications be 
dependent upon having enhanced training or coursework in autism, regardless of general 
education or special education certification title. As of January 2021, the bill is still in 
conference committee and has not been enacted.  
The New York State Education Department does, however, recognize ten distinct 
pathways to teacher certification (NYSED, 2017). Completion of an accredited teacher 
preparation college program is the most common means of attaining a teaching credential 
in New York. Completing such a program of study increases the likelihood a new 
graduate will be exposed to autism-specific education techniques and strategies. It is 
unclear which teacher preparation pathway best prepares educators to teach students with 
ASD, and which colleges and universities are offering coursework in ASD-specific 
methodologies.  
Due to rising rates of ASD in the general population, improving teacher 
preparation for students with autism spectrum disorder is an urgent matter. Research has 
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noted that many programs focus too narrowly on general certification and lack 
specialization in autism (Hendricks, 2011; Shyman, 2012). One study claims teacher 
preparation programs are an obvious source of variability (Gansle et al., 2012). Teachers 
must have the skills to modify and adapt curriculum, create lessons to facilitate 
mainstream inclusion, and support improved communication of individuals with ASD 
(Ravet, 2017). Teachers must also possess the skill to look past behaviors to skillfully 
address the learners' needs (Charman et al., 2011). Thus, autism has emerged as the most 
difficult area to procure specially trained teaching personnel (Iovannone et al., 2003; 
Simpson, 2005). 
Studying the design of teacher preparation programs provides valuable 
information about the present and future status of autism education. Understanding 
teachers’ use of evidence-based practices in the instruction of students with autism 
provides insight into the potential achievement of those students. Exploring teacher’s 
self-reported perceptions of efficacy is also a valuable predictor of student achievement. 
Current status of ASD in NYS schools. New York State is increasingly 
addressing the education of students with autism. In 2008, the State of New York enacted 
legislation making it mandatory for all applicants for administration and special 
education teaching certification to have enhanced coursework in autism (NY Education 
Law § 3004, 2008). In 2013, amended legislation contained in New York State Senate 
Bill S3189-A proposed all teacher and administrator certifications become dependent 
upon receiving enhanced training or coursework in autism. This requirement made no 
distinction between general education and special education certification title. As of 
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Spring 2021, NYS Senate Bill S3189-A remains in conference committee and has not 
been enacted. 
Completion of an accredited teacher preparation college program is the most 
common means of attaining a teaching credential in New York (NYSED, 2017). 
Completing such a program of study increases the likelihood a new graduate will be 
exposed to autism-specific education techniques and strategies. Upon reviewing the 
Pathways to Certification webpage under the NYSED Office for Teaching Initiatives 
(OTI), there is no specific teacher certification pathway for educators preparing to teach 
students with ASD in a general or special education classroom (NYSED OTI, 2020). 
As of January 2021, there were 207 public and private, 4-year colleges or 
universities in NYS (NYSED, 2020). Of that number, 82 institutes of higher education 
(IHE) offer a bachelor’s degree in any field of teaching or education, with 37 IHEs in 
NYS (Appendix G) offering a bachelor’s degree in special education, learning 
disabilities, or inclusion (NCES, 2020). Sixty-five of those IHEs are located in the seven 
Upstate regions, accounting for 55% of the education degree conferring IHEs in the state, 
comprised of 46 private schools and 19 public schools. There are 54 IHEs located in the 
three Downstate regions, accounting for 45% of the education degree conferring IHEs in 
the State, comprised of 38 private schools and 16 public schools (USDE, 2016). 
Based on National Center for Education Statistics (2018) data, there are 42 IHEs 
in NYS that confer a Bachelor of Arts (BA) or Bachelor of Science (BS) in Inclusive or 
Special Education. This means about 25% of all IHEs in NYS (33 public, nine private) 
offer a course of study leading to initial teacher certification in inclusive or special 
education in NYS. Twenty-three of these IHEs offer a baccalaureate degree in 
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inclusive/special education. As the study is interested in a field closely aligned to special 
education, these 23 IHEs were the initial target area of research. 
In New York State, there are currently zero IHEs that offer a BA/BS in autism, 
though there are two that offer a minor in autism as part of a degree in inclusive/special 
education. An analysis of NCES (2020) data shows there are 50 IHEs that offer a 
master’s degree in inclusive/special education (13 public, 37 private), with three IHEs 
that offer a master’s degree in autism. NCES (2020) showed six IHEs that offer a 
doctorate in inclusive/special education (one public, five private) in NYS. However, there 
is only one private IHE in NYS that offers a doctorate in autism (NCES, 2020). 
NCES (2020) data indicate zero IHEs that offer a baccalaureate in autism 
education in New York State (Appendix G) and four IHE in the nation or overseas 
territories that offer a bachelor’s degree in autism education. There are six IHEs in NYS 
that offer a graduate degree in autism education, all of which are located in or around 
New York City: Adelphi University, CUNY Brooklyn College, Daemen College, Long 
Island University, St. Thomas Aquinas College, and Touro College (NCES, 2020).  
To further address ongoing concerns about autism education in the state, an 
Autism Spectrum Disorders Advisory Board was established within the O Disabilities 
(OPWDD) by the passage of Chapter 469 of 2016  (Mental Hygiene Law § 13.42). The 
duties of the Board include (a) studying and reviewing the effectiveness of supports and 
services currently being provided to people diagnosed with ASD; (b) identifying 
legislative and regulatory activity which may be required to improve existing service 
systems that support people diagnosed with ASD; and (c) identifying methods of 
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improving interagency coordination of services and maximize the impact and 
effectiveness of services and agency functions (Burke, 2019). 
Special education of students with disabilities. Historically, special education 
teachers addressed the needs of SWD in a school (EHA, 1975; The Rehabilitation Act 
[TRA], 1973). As the number of students with autism enrolled in schools increases, the 
general education teacher will also need to provide services to those students (Loiacono 
& Valenti, 2011). When surveyed, 28% of directors of special education believed a 
specific certification in ASD was necessary to address the increasing needs (Hart & 
Malian, 2013). Respondents believed an additional cross-categorical endorsement or 
certificate in autism would be sufficient to provide the knowledge and competencies for 
existing teachers. Hart and Malian (2013) suggest IHEs conduct and disseminate cutting-
edge research in ASD, as well as provide more coursework and internship opportunities 
to facilitate emerging teacher competencies.  
An analysis of the National Center for Education Statistics (NCES) data indicates 
the number of SWD enrolled in public schools has been increasing nationally since the 
1970s (USDE, 2019). As the number of SWD in public schools increase, both general 
and special education teachers struggle to provide effective educational services to those 
students (Gilmour & Wehby, 2019; McLeskey & Billingsley, 2008). This is of particular 
concern when considering the unique aspects of educating students with autism, as well 
as the increasing number of students with autism enrolled in public schools.  
In their longitudinal analysis, Muñoz and Chang (2008) find that colleges are not 
providing pedagogical skills along with content knowledge. The authors highlight the 
critical importance of teacher preparation, noting that an ineffective teacher has long-
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lasting, residual effects on student achievement, even when followed by an effective 
teacher. Furthermore, they note, teachers are not receiving adequate professional 
development to help them learn the skills to transfer their knowledge to a classroom 
(Muñoz & Chang, 2008). 
In a study of evidence-based practices (EBP) for educating students with ASD, 
20% of teacher respondents reported that none of the strategies identified as effective had 
ever been taught during their university training (Hsiao & Sorensen Petersen, 2018). 
Another 21% of respondents reported that the strategy had been mentioned only 
peripherally but never explored.  
Similar numbers emerged for in-service professional development in the same 
EBPs, in which 20% of respondents reported having never been taught the strategies, and 
17% only heard about a strategy, but never received instruction on its use or 
implementation. Educators increasingly identify with the content area(s) they teach but 
have been shown to be less knowledgeable about evidence-based practices (Marder & 
DeBettancourt, 2013). Without a toolbox of strategies to address the unique needs of 
students with ASD, new teachers arrive unprepared to successfully meet the challenge of 
classroom instruction for students with ASD (Suhrheinrich, 2011).  
To compensate for the reduced availability of qualified educators, school districts 
may be compelled to increase class sizes, utilize underqualified staff, or curtail services 
(Berry et al., 2011; Hodges, Tippins, & Oliver, 2013; Ladd, 2007). Evidence suggests 
inadequate staffing and teacher preparation combine to negatively impact student 
achievement (Feng & Sass, 2013). Ensuring access to FAPE is further complicated by the 
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fact that nearly 25% of special education teachers leave within the first 5 years of 
entering the profession (Billingsley & Bettini, 2019; Boe et al., 2008).  
As shown in Figure 2.4, 13.2% of national incoming college freshmen planned to 
study education in 1973 (Astin, King, Light, & Richardson, 1974; Eagan et al., 2016). In 
2018, 4.2% of incoming freshmen intended to study education, a 9% reduction (Eagan et 
al., 2016; Stolzenberg et al., 2019). The decrease in students entering the field of 
education combined with the demand in all fields for graduates is projected to produce a 
national, future shortage of 60,000-112,000 teachers annually (Sutcher et al., 2016) 
 
Figure 2.4. Probable field of study, education, 1968-2018. The dotted line indicates a trend over 
time. Adapted from The American Freshman: Fifty-Year Trends, 1966–2015 (Stolzenberg et al., 
2018). 
National disability legislation pertaining to educational opportunity. Federal 
involvement in equitable public education is fairly recent, and only when the United 
States Supreme Court addressed racial inequality in public education in the landmark 
case of Brown v. Board of Education (1954) was it deemed illegal to deprive students of 
























































segregation. This case laid the framework for future legal challenges brought by parents 
who believed their disabled children were also being excluded from public schools 
(Herzik, 2015). 
The Elementary and Secondary Education Act was an attempt to address 
educational access for disadvantaged or underprivileged children (ESEA, 1966). The 
legislation was amended and extended under the Education for All Handicapped Children 
Act (EHA) of 1970 to give states access to grants for the purpose of developing 
educational programs for students with disabilities (SWD). Regardless of the legal 
changes, some SWD were still excluded from attending or enrolling in certain public-
school districts (Herzik, 2015; Wright & Wright, 2006). Behaviorally challenging 
students classified as SWD were expelled from school at higher rates than their non-
disabled, non-classified peers, which led to parents fighting for their children’s civil 
liberties (Herzik, 2015; Krezmien, Travers, & Camacho, 2017; Wright & Wright, 2006). 
In 1971, the Public Interest Law Center sued the State of Pennsylvania to force 
the inclusion of students with intellectual disabilities in the state’s public schools 
(Pennsylvania Association for Retarded Citizens [PARC], 1971). In 1972, The District of 
Columbia was sued to prevent the disproportionate suspension and expulsion of SWD 
from public schools (Mills v. BOEDC, 1972). By 1973, the Rehabilitation Act (TRA) 
mandated all schools provide a FAPE to SWD, giving renewed energy to the movement 
for equitable educational access for all students (TRA, 1973). 
The Education for All Handicapped Children Act (EHA) of 1975 carried forward 
the momentum of previous legislation. The EAHCA required public schools to evaluate 
children with disabilities for the purpose of creating an educational plan that would 
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replicate the educational experience of non-disabled students as closely as possible 
(EHA, 1976). EHA legislation was reauthorized in 2001 as the No Child Left Behind Act 
(NCLB), which included standards-based reforms that influenced state education policies 
and opened educational opportunities for SWD (Bray, 2014; NCLB, 2001).  
EHA was updated again in 2004 as the Individuals with Disabilities Education 
Act (IDEA), which focused on comparable educational outcomes for SWD (Bray, 2014; 
IDEA, 2004). With each reauthorization, regulations broadened the protections for SWD, 
blended general and special education laws, and emphasized the placement of a highly 
qualified teacher in every classroom (Fuchs, Fuchs, & Stecker, 2010; Thurlow & 
Quenemoen, 2011; Zigmond & Kloo, 2011). In an effort to account for regional 
differences, all states and territories were deliberately given leeway to interpret the 
broadly written federal statutes (Davidson, Reback, Rockoff, & Schwartz, 2013). 
In 2015, ESEA (1965) was updated as the Every Student Succeeds Act (ESSA, 
2015). This most recent reauthorization decreased federal involvement in public 
education that had been growing since ESEA and permitted states the authority to 
implement the new, improved guidelines (Cibulka, Orland, & Wong, 2020). Federal 
education law now requires SWD to be educated in the least restrictive environment 
(LRE) (ESSA, 2015; IDEA, 2004). Adler-Greene (2019) proposes ESSA had a negative 
impact, as the law does not require parental notification when a student is assigned to, or 
taught by, a teacher who is not considered to be highly qualified by state teacher 
certification standards. 
The United States Department of Education (USDE) indicates 8.9% of the 
national student population ages 6 through 21 are served under IDEA nationally (Office 
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of Special Education Programs [OSEP], 2017). The National Center for Special 
Education Personnel and Related Service Providers (NCSEPRSC) research shows 
approximately half of students with ASD are served in a general education setting from 
40-80% of the time (Barnhill et al., 2011). 
NYS disability legislation pertaining to educational opportunity. Echoing federal 
legislation, New York State guidelines also require SWD to be educated in the LRE 
(NYSED, Part 200). The State of New York considers the LRE for a student with 
disabilities to be a general education classroom along with their non-disabled peers. In 
New York State, 11.2% of the student population ages 6 through 21 are served under 
IDEA, a rate approximately 2% higher than the national average (OSEP, 2017). In their 
research, Cochran-Smith and Villegas (2008) found legislation that indicated 
extraordinary attention to teacher quality and accountability, with an emphasis on policies 
related to entry pathways, certification, testing, and assessment of SWD. 
In a 2017 report, the National Center for Learning Disabilities (NCLD) indicated 
71% of SWD, nationally, and 73% of SWD in NY, spent at least 80% of their time in 
general education classrooms, a 10% increase in seat-time since 2008 (Horowitz, Rawe, 
& Whittaker, 2017; Sindelar, Brownell, & Billingsley, 2010). With the renewed emphasis 
of ESSA and IDEA on educating students with disabilities in the least restrictive 
environment, schools must equip their existing staff with strategies and best practices for 
educating students with ASD or hire new teachers to fill the need. This is often difficult, 
especially in urban and rural districts (Berry et al., 2011; Shuls, 2014; Wronoski, 2017). 
At the state level, New York’s laws pertaining to the education of SWD 
complement the federal guidelines. New York State Education Law Parts 200 and 201 
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outline the codified rules and regulations of the Commissioner of Education applying to 
SWD (EDN §201). Part 200 contains the special education laws in New York conforming 
to IDEA. Additionally, Part 200 requires all school districts to provide appropriate 
educational programs for SWD such as autism “from the date they become eligible for a 
free appropriate public education (FAPE) until they obtain a high school diploma, or until 
the end of the school year in which they attain their 21st birthday, whichever occurs first” 
(8 CRR-NY 200.13(c), p. 158). In light of these mandates and obstacles, teacher 
preparation for ASD, teacher best practices for ASD, and teacher self-efficacy ASD 
should be considered. 
Studies of teacher preparation program practices for ASD. The study of 
teacher preparation programs shows wide variability in preservice preparation techniques, 
methods, requirements, and practicum experience (Barnhill et al., 2010; Barnhill et al., 
2014; Hendricks, 2011; Munoz & Chang, 2008; Ravet, 2017). By definition and design, 
teacher preparation programs (TPPs) train and certify teacher candidates (von Hippel & 
Bellows, 2018). Due to differing state regulations, TPPs are regulated in extreme 
variance across the nation. Several states permit alternate routes to attain teacher 
certification, in some cases with as little as six weeks of training (von Hippel & Bellows, 
2018). A number of studies attempt to ascertain the nature of coursework for preservice 
teachers of students with disabilities (Barnhill et al., 2010; Barnhil et al., 2014; 
Hendricks, 2011).  
Barnhill et al. (2010, 2014) found notable discrepancies in the autism teacher 
preparation programs in multiple states also wide variation in course offerings. In their 
survey, 41% of respondents indicated no ASD-specific coursework at all taught at the 
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IHE. Fifty-one percent of respondents indicated their state had not developed a list of 
competencies for professionals or paraprofessionals teaching students with autism. Those 
IHE that offer coursework, field experience, or practicum with ASD students, the training 
ranges from 6 to 200+ hours. Their research shows that the longer college had offered 
ASD coursework, the greater the field requirements. Only one university in New York 
State (Pace University) was shown to offer certification specific to autism spectrum 
disorder at the master’s degree level. Barnhill et al. (2010, 2014) surveyed teacher 
educators at colleges and universities from 87 institutes of higher education in 34 states. 
Their peer-reviewed, forced-choice survey determined there is no consistency of 
offerings at the university level. Their attempt to identify the knowledge and practices of 
special education teachers of ASD students concluded with mixed results. 
Hendricks (2011) also attempted to identify the knowledge and practices of 
special education teachers of students with ASD. The study looked at 498 special 
education teachers in Virginia and found widely variable qualifications in the public-
school districts surveyed. Additionally, Hendricks (2011) found teachers of ASD students 
had little classroom experience with the disability. Furthermore, teachers of ASD 
students reported having little knowledge of evidence-based practices for instruction of 
students with disabilities. Few teachers reported using direct, explicit instruction or data-
driven instruction to inform educational practices. Hendricks (2011) studied special 
education teachers in Virginia to determine how well they were prepared to teach 
students with ASD. The data were collected via a quantitative, voluntary, self-reported 
survey and administered online (Hendricks, 2011). The survey results suggested there is 
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wide variability in teacher preparation in the region. Respondents reported low levels of 
knowledge of effective instructional practices for students with ASD.  
The stated goal of Muñoz and Chang (2008) was to explore the relationship 
between teacher characteristics and student growth (n=4732). Their longitudinal analysis 
indicated a counterintuitive perspective that teacher characteristics (race [R), education 
[E], and years of experience [Y)) did not add significantly to student growth rate 
achievement. The authors hypothesize lack of taught pedagogical skills inhibit student 
achievement. 
Studies of teacher attitude and self-efficacy for ASD. Humphrey and Symes 
(2011) examined the attitude, experiences, and knowledge of teachers and administrators 
toward inclusive education of pupils with autism spectrum disorders. Their research 
indicates students with ASD are viewed as being more likely to be excluded due to 
behavioral concerns and special education needs than their non-disabled peers. How to 
reduce the impact of exclusion has been an area of study. 
In a similar study, Busby et al. (2012) interviewed graduate students in Alabama. 
The respondents reported feeling inadequately prepared to teach students with ASD. The 
authors cite highly specialized instructional techniques, curriculum adaptation, and peer 
collaboration as the major obstacles to ASD education proficiency in new teaching staff. 
The authors also note “considerable attitudinal barriers to inclusion of children with 
autism” in rural Alabama (Busby, 2012, p. 32). 
Research suggests minimizing negative social and educational outcomes for 
students with ASD in inclusive settings is dependent upon appropriate training of 
teachers (Ravet, 2017). Self-reported efficacy is far higher among administrators (>90%) 
 
51 
than it is among teachers (61%). This disparity may indicate that teachers may not be 
receiving training in knowledge and expertise that their supervisors and administrators 
may have. Overall, nearly 87% of respondents indicated a desire to attend inclusivity 
training if it was available (Humphrey & Symes, 2011). 
Adequate teacher preparation is the primary obstruction for education of students 
with ASD. Student teachers view students with ASD as disruptive and often stigmatized 
as different. Preservice teachers also report an inadequate awareness of the key 
characteristics of autism spectrum disorder. This, in turn, creates a condition where 
student teachers lack the foundational knowledge and understanding to even comprehend 
evidence-based autism teaching strategies (Charman et al., 2011; Ravet, 2017). 
Administrators reported having a different perspective than teachers. Educational 
leaders were more likely to agree that students with ASD should be integrated into 
mainstream classes (Humphrey & Symes, 2011). Other research suggests additional 
confounds to high-quality instruction of students with ASD. Simpson (2004) proposes 
teachers of ASD students require specialized training to attain and retain effectiveness. 
Areas of specialized training include social, communication, sensory, behavioral, and 
independent living strategies. 
Training an open mindset into potential teaching staff is a crucial factor in 
preparing them to serve students of all ability levels. In a mixed-methods study that 
included a quantitative survey and a qualitative interview, Sosu, Mtika, and Colucci-Gray 
(2010) determined there to be a statistically significant change in the attitude toward 
inclusion in program graduates (pa = .000 effect size = .24). By comparing data from 
first-year cohorts to final-year cohorts (n=31), the authors determined the teacher 
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preparation program studied ingrained an every child focus that enhanced the 
understanding of inclusive education.  
Studies of teacher best practices for ASD. Morrier, Hess, and Heflin (2011) 
also looked at the characteristics of teachers instructing students with ASD and 
investigated ways teachers had been trained to implement effective education strategies 
for students with ASD. The survey identified five categories of best-practices for 
teachers, encompassing 40 strategies: (a) interpersonal relationship strategies (6); (b) 
skill-based strategies (18);  (c) cognitive strategies (6); (d) physiological, biological, and 
neurological strategies (5); and (e) other strategies (5). Fewer than 5% of teachers 
reported using best practices (discrete trial training, social stories, pivotal response 
training) in their classrooms. In the study, education level, years of experience, type of 
class taught, and grade level taught had no statistical significance on the use of best 
practices. Additionally, fewer than 15% of the teachers surveyed had university-based 
training on instructing students with autism spectrum disorder. Hendricks (2011) also 
found an indication that special education teachers were not satisfactorily implementing 
evidence-based strategies for students with ASD. 
Though no one system has been determined to be effective in all areas of ASD 
education, applied behavioral analysis (ABA) has been shown to be effective for some 
students (Rosenwasser & Axelrod, 2002). In their study, Loiacono and Allen (2008) 
surveyed 18 public schools in western New York to determine the percentage of teachers 
in the districts who had been trained in ABA. They found that only 11% of respondents 
(114 out of 1,014) were trained in ABA. To determine the viability of obtaining that 
training, the authors surveyed 30 NYS colleges and universities. Only 20% of the 
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universities offered ABA. When asked if there were plans to offer ABA in the future, 
only 10 of 30 confirmed future offerings. 
Iovannone et al. (2003) attempted to compile and integrate research on best 
practices to facilitate their implementation at state and local levels. Their research 
proposed six core components for effective, evidence-based education programs for 
students with ASD: (a) individualized supports and services for students and families (6 
studies referenced), (b) systematic instruction (four studies referenced), (c) 
comprehensive/structured environments (three studies referenced), (d) specialized 
curriculum (15 studies referenced), (e) functional approaches to problem behaviors (eight 
studies referenced), and (f) family involvement (three studies referenced). Even with 
explicit program outlines, educators often express difficulty implementing best practices 
when students with disabilities are present (Lindsay, Proulx, Thomson, & Scott, 2013). 
The narrative evidence presented by Lindsay et al. (2013) is strong, but generalizability 
small due to the limited sample size (n=13). The information presented by Morrier et al. 
(2011) determines that fewer than 5% of teachers use best practices, and fewer than 15% 
have university-based training in best practices. Again, a relatively small sample size 
(n=185) limits the generalizability of the study.  
Research indicates a lack of implementation of evidence-based practices in the 
education of students with autism spectrum disorder (Iovannone et al., 2003; Loiacono & 
Allen, 2008; Morrier et al., 2011; Rosenwasser & Axelrod, 2002). Collectively, these 
studies highlight an alarming tendency of public-school teachers’ failure to implement 
evidence-based practices for students with autism. This is not to say the current state of 
ASD education is discouraging. On the contrary, many evidence-based practices are 
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published, and colleges and universities are adding coursework and additional supervised 
internships to their teacher preparation programs. 
Chapter Summary 
Due to macroeconomic trends affecting teacher shortages since 2007, providing 
certified special education teachers has not always been possible for some districts, which 
creates challenges in the fulfillment of their educational mandates (Berry & Shields, 
2017; Davidson et al., 2013; Freedman, 2020; Mason-Williams et al., 2020). Although 
enrollments are increasing in recent years, the supply of undergraduates entering the 
teaching field is still less than the demand (Berry & Shields, 2017). Plans and efforts to 
address the shortages are multifaceted, as shortages tend to vary regionally and by 
certification area. 
The New York State Educational Conference Board (NYSECB) offered three 
recommendations to address educator shortages: (a) NYSED must make teacher 
shortages a main priority, (b) the NYS Legislature should allocate $50 million to enhance 
and expand existing programs, and (c) policy makers must support the expansion of 
partnerships among school districts, communities, and IHEs. 
The Learning Policy Institute (LPI) suggested a new strategy to address teacher 
shortages (Sutcher et al., 2016). LPI proposals include: (a) ensure strong preparatory 
training and mentoring for all new teachers, thereby increasing their effectiveness and 
reducing attrition, and (b) increase salaries and equalize pay across school districts. The 
LPI suggestions are intended to improve the state of teaching, but also provide self-
advocacy in the field (Berry & Shields, 2017). These efforts also affect efforts to educate 
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students with ASD. Research suggests that daily practice in the activities of teaching may 
help improve teacher practice (Boyd et al., 2009).  
Chapter 3 details the research methodology of this dissertation study in the effort 
to determine higher education leadership perspectives on establishing TPPs that would 
specialize in educating students with ASD or enriching/enhancing existing TPPs.  
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Chapter 3: Research Design Methodology 
Introduction 
The purpose of this study was to examine the leadership perspectives of executive 
decision-makers in departments of education on the establishment of teacher preparation 
programs or coursework that ensure preservice graduates are adequately prepared to 
educate students with autism spectrum disorders (ASD). The study examined education 
leaders’ views on the ability of current teacher programs to prepare all department 
graduates for the rising number of students with ASD enrolled in public schools. The 
study examined what, if any, impediments to providing more preparation for preservice 
teachers may exist, and what efforts can be made by the department or institute of higher 
education (IHE) to alleviate those obstacles. The study was limited to colleges and 
universities in the geographically designated Upstate region of New York State.  
This chapter describes the research design, research methodology, the study’s 
research population, data collection, and data analysis. The study was qualitative in 
design. The study utilized a descriptive phenomenological approach, utilizing semi-
structured interviews to collect data. 
Creswell (2002) states that just because a problem exists does not mean it should 
be studied and declares the purpose of research as adding to knowledge. In pursuing 
research, Creswell (2002) suggests considering five questions when asking if a problem 
should even be researched. Creswell (2002) suggests the intended research is worth 
pursuing if it (a) fills a gap or void in the existing research; (b) replicates a study with 
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new participants and/or in new sites; (c) more thoroughly extends the understanding of 
previous research; (d) gives voice to people who have not been heard, were silenced, or 
have been rejected in society; and (e) informs practice(s). This study both fills a gap in 
research, as well as extends previous research in higher education perspectives regarding 
preservice teacher preparation programs in autism education. 
This study is necessary and relevant, as federal and state education laws require 
students with disabilities to receive a free and appropriate education (New York State, 8 
CRR-NY 200.13(c), 2017) in the least restrictive environment (LRE) along with their 
non-disabled peers (ESSA, 2015; IDEA, 2004). Adhering to these regulations is 
sometimes difficult or impossible due to a nationally recognized shortage of teachers 
prepared to educate students with disabilities (USDE, 2020), in general, and with ASD, in 
particular (Berry et al., 2011; Hodges et al., 2013; Ladd, 2007). 
CDC studies indicate the number of students with disabilities in the general 
population has been increasing since the 1960s (CDC, 2020). As the number of students 
with disabilities in public schools increases, finding qualified teachers to provide 
effective educational services for those students becomes increasingly difficult (Bettini, 
Gilmour, Williams, & Billingsley, 2019; Gilmour & Wehby, 2019; McLeskey & 
Billingsley, 2008). Ensuring school staff is prepared to educate all students with autism is 
crucial to the long-term success of students with ASD (Able et al., 2014; Barnhill, 2011; 
Busby et al., 2012; McKenney, Stachniak, Albright, Jewell, & Dorencz, 2016; 
Suhrheinrich, 2011), and a critical part of ensuring educational equity in New York State.  
As of fall 2020, there were 82 IHEs offering a degree or pathway in education 
(NCES, 2020). These data also identify 36 IHEs in New York State that offer a special 
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education field of study in Education/Teaching of Individuals in Early Childhood Special 
Education Programs, Education/Teaching of Individuals in Elementary Special Education 
Programs, Education/Teaching of Individuals in Junior High/Middle School Special 
Education Programs, Education/Teaching of Individuals in Secondary Special Education 
Programs, Special Education and Teaching, General, or Special Education and Teaching, 
Other. 
The New York State Office of Special Education (NYSOSE, 2020) website 
details efforts by the Office of Vocational and Educational Services for Individuals with 
Disabilities (VESID) in 2001, when it awarded grants to 17 New York State colleges and 
universities to develop and deliver courses in autism. NYSED claims the goals of this 
initiative were (a) to ensure that teacher and paraprofessional preparation programs 
throughout New York State include courses specific to the education of students with 
autism (preservice preparation programs) and (b) to ensure that courses are available to 
currently certified teachers, related service providers and paraprofessionals who are 
working with students with autism in this state on a non-matriculated basis via in-service 
professional development and training. None of the NYSED claims can be easily traced, 
as the embedded links on the website are all broken (as of April 2021). As of spring 
2021, NCES (2020) data show zero public or private colleges or universities in New 
York State, either for-profit or not-for-profit, offer a degree in autism for preservice 
teachers. Additionally, there are only six institutes of higher education statewide that 
offer a graduate degree in the study of autism. Several IHEs do offer coursework 





Positionality is the relationship between a researcher and the participants in a 
study (Maxwell, 2005). Understanding positionality and its potential impacts are 
important to the research design (Maxwell, 2005). This researcher is neither employed 
by, affiliated with, nor contracted by any public or private IHE in the state of New York 
or the United States of America.  
This researcher does have an adult child with autistic tendencies attending a 
private university in the state of New York. That university is not part of the study. These 
viewpoints position the researcher as an outsider in higher education administration, and 
as an insider when positioned as a parent of a child who may have been disadvantaged in 
public primary and secondary schools. It is acknowledged that the researcher’s role as a 
parent of a child with ASD may have been a disadvantage to the researcher. 
Research Method 
Babbie (2010) contends social research has three main purposes: exploration, 
description, and explanation. Qualitative research aims to explain concrete cases or 
explore the activities, attitudes, and motivation of individuals within their local context 
(Flick, 2014). Qualitative research examines data from documents, observations, and 
interviews (Patton, 2005) and allows those data to be analyzed, despite subjective 
perspectives and differing social backgrounds (Flick, 2014).  
Phenomenology is the study of the lived experience of individuals (Valle, King, & 
Halling, 1989), sometimes obtained by disclosing the hidden or forgotten in everyday life 
(Frechette, Bitzas, Aubry, Kilpatrick, & Lavoie-Tremblay, 2020) and in its own terms 
(Smith, Larkin & Flowers, 2009). Descriptive phenomenology is one type of detailed 
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qualitative study that seeks to illustrate how participants explain and discuss an 
experience or memory (Jackson, Vaughan, & Brown, 2018). The researcher should 
suspend judgment and avoid making conclusions during the study, a concept described as 
epoché (Giorgi, 2012). 
Descriptive phenomenology is a widely used social science research method that 
allows researchers to explore and describe the lived experiences of individuals 
(Christensen, Welch, & Barr, 2017; Marshall & Rossman, 2016). Ultimately, descriptive 
phenomenological research attempts to give meaning to the rich and complex nature of 
human experience that shapes a person’s understandings of the world in which they live 
(Christensen, Welch, & Barr, 2017). The researcher is thus placed in the role of Observer, 
with the ability to empathize, but never to entirely share another’s experience  (Smith et 
al., 2009).  
Husserl suggested phenomenology is related to consciousness and is based on the 
meaning of an individual’s experiences (Creswell, 1998). Heidegger, a student of 
Husserl, is considered by many to be the father of modern hermeneutics (Mapp, 2008). 
Heidegger believed people could not disentangle themselves from relationships and 
involvement in the world. Heidegger wanted to do research that was less abstract than the 
methods proposed by Husserl, and believed people must be viewed in context, as part of 
the world (Smith et al., 2009). Heidegger believed subjects of study are both latent and 
manifest, of themselves, but also part of the surrounding world (Smith et al., 2009). 
Merleau-Ponty believed humans see themselves as distinct from the world (Smith et al., 
2009). Merleau-Ponty (1962) argued that a humans’ sense of self is holistic and is 
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engaged in looking at the world, rather than merely being part of it (Smith et al., 2009). 
Thus, the body shapes the fundamental character of knowing (Smith et al., 2009).  
There are several distinct advantages to conducting qualitative research for this 
study. A qualitative study allows the opportunity to gain new insights from the findings 
(Silverman, 2016). Phenomenological studies spotlight personal perceptions (e.g., events) 
gathered from interviews or surveys, rather than merely describing some phenomena 
according to some preexisting categorical, conceptual, or scientific criterion (Pietkiewicz 
& Smith, 2014). This, in turn, informs the research method. 
Tashakkori and Teddlie (1998) emphasize the research method should be dictated 
by the research questions seeking to be answered. As such, the research design for this 
study utilized descriptive phenomenology to analyze data from surveys and interviews. 
The goal of phenomenological interviewing is to document as precise a description as 
possible of what each participant experienced (Brinkmann & Kvale, 2015). The research 
questions used in this current study are: 
1. From the perspectives of deans of faculty, deans of education, assistant deans 
of education, associate deans of education, or department chairs of education, 
to what extent are general and special education teachers prepared to educate 
students with autism spectrum disorders in New York State?  
2. From the perspectives of deans of faculty, deans of education, assistant deans 
of education, associate deans of education, or department chairs of education, 
what efforts are being made by teacher preparation programs to address the 
shortage of general and special education teachers in New York State who are 
prepared to educate students with autism spectrum disorders?  
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3. From the perspective of deans of faculty, deans of education, assistant deans 
of education, associate deans of education, or department chairs of education, 
what obstacles or challenges exist in designing and implementing strategies to 
address the teacher shortage? 
Research Context 
The setting for this study was Upstate New York, including the seven economic 
regions identified as (a) Capital District, (b) Central New York, (c) Finger Lakes, (d) 
Mohawk Valley, (e) North Country, (f) Southern Tier, and (g) Western New York (NYS 
OSC, 2020). To gain as broad a perspective as possible, universities were selected in 
diverse geographic locales, to the greatest extent possible, within the Upstate New York 
region. Upstate New York was chosen as the location of the study due to the relatively 
lower proximity of students to IHEs compared to Downstate. Institutes of higher 
education in the three Downstate regions of New York, including the Mid-Hudson, New 
York City, and Long Island regions, were excluded from this study (NYS OSC, 2020). 
The study involved surveying executive-level decision-making officers from 
selected 4-year, public and private colleges and universities in Upstate New York with 
teacher preparation programs in general education content areas (e.g., history, science, 
and mathematics) or special education of students with disabilities. Targeted IHEs had 
campus-wide enrollments over 7,500 students. Preferred respondents or participants were 
senior/executive-level personnel at schools or departments of education serving as 
chancellors, vice presidents, deans, chairs, or other unspecified titles having the capacity 
to develop and implement programmatic change at the college or university. Study 
participants served in their respective roles for at least 2 years and possessed executive 
 
63 
authority in their role. A study by the Society for Human Resource Management 
Foundation indicates that half of all new, outside hires in senior management fail in their 
position within 18 months (Bauer, 2010). In seeking respondents who have at least 2 
years of experience, the researcher ensures the individual is settled into their new role, 
and cognizant of the many factors involved in administering their authority. 
Research Participants 
Acknowledging that an inherent bias likely exists in research, Creswell (2014) 
suggests studies take place in a location other than the one in which researchers are 
employed. Researchers may struggle to find experts knowledgeable with a particular 
phenomenon of interest (Creswell & Plano-Clark, 2011). Researchers may also encounter 
difficulty identifying participants who are willing to provide information or reveal their 
experiences (Bernard, 2002; Smith & Osborn, 2007). The question then becomes how to 
identify potential participants. 
Several non-probability sampling methods are common in qualitative research, 
including convenience sampling and purposive sampling (Babbie, 2010). Convenience 
sampling uses immediately available primary source data for the research without 
additional requirements (Saunders, Lewis, & Thornhill, 2012). Convenience sampling is 
considered a risky option, as it permits no control over the representative sample (Babbie, 
2010).  
Conversely, purposive sampling, also called judgmental sampling, involves 
identifying and selecting participants who are knowledgeable or experienced with the 
phenomenon of study (Creswell & Plano-Clark, 2011) or on the elements of the 
population being studied (Babbie, 2010). A purposive sampling strategy is commonly 
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used in phenomenological research as it allows selecting participants who have rich 
knowledge of the phenomenon (Mapp, 2008; Polit & Beck, 2012; Smith & Osborn, 
2007). As Creswell (2007) notes, the researcher selects individuals and sites for study 
because they can purposefully inform an understanding of the research problem and 
central phenomenon in the study.  
Purposive sampling is a vetted strategy that can promote researchers’ 
understanding of individuals' and groups' experiences (Devers & Frankel, 2000; Welman 
& Kruger, 1999). To provide useful data, the researcher must ensure the individuals from 
the population sample vary in essentially the same way as the general population (Babbie, 
2010). Therefore, a purposive sample technique will be used to help identify and select 
participants who are knowledgeable or experienced with the phenomenon of study based 
on the judgment of the researcher (Creswell & Plano-Clark, 2011). The researcher will 
first attempt to utilize professional networks to identify individuals for the study. 
In this study, a participant group of 10 was used. Brinkmann and Kvale (2015) 
suggest small sample sizes allow for insightful analysis to be developed. In addition, 
since samples are reasonably homogenous, participants tend to better understand the topic 
of research (Larkin & Thompson, 2012; Smith & Osborn, 2007). A small sample size is 
not seen as a limitation in phenomenological studies, as the primary objective is not 
generalizability (Smith & Osborn, 2007), but contextual illumination of the lived 
experience (Eatough & Smith, 2017; Frechette et al., 2020). Mertens and Wilson (2012) 
concur, noting rules for selection of sample size in qualitative research are more 
complicated than for probability-based sampling and often utilize approximately six 
participants as a recommended sample size. 
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The research participants were selected using criterion sampling based on their 
current position as an executive leader in a school of education at an NYS IHE at the time 
of the study. Research participants had at least 2 years of experience in their current 
position at the time of the study. With nearly half of executive leaders possessing less 
than 5 years experience in their current role (Ciampa & Doltich, 2016), 2 years of job 
experience provided participants with a well-defined picture of their role, as well as a 
clear perspective of the phenomenon being researched.  
Following approval by the St. John Fisher College Institutional Review Board 
(IRB), the participants were contacted via email or telephone to establish their interest in 
participating in the research study (Appendix H). A follow-up email or phone call to the 
provisional participants’ workplace occurred to confirm receipt of the email (Appendix 
I). Upon contact, the author explained the research study, the expected time commitment, 
and obtained informed consent (Appendix J) from the participants. The researcher shared 
pertinent study and data collection information with the participants, including (a) the 
purpose of the study, (b) a description of how the information will be gathered, (c) how 
the collected data will be used, (d) a description of the participant's role, and (e) details 
on how to withdraw from the study at any time. Prior to commencing the interviews, 
participants were again notified by the researcher that confidentiality and anonymity of 
all participants would be guaranteed by removing all personal identifiers, including 
names, gender, location, setting, and date of the interview.  
Instruments Used in Data Collection 
The researcher presented three research questions examining the leadership 
perspectives on the establishment of initial teacher preparation programs specializing in 
 
66 
educating students with autism spectrum disorders. The researcher developed an 
interview protocol for presenting and recording interview questions (Appendix K). All 
interview questions and answers were recorded using a minimum of two digital recording 
devices for comparability and accuracy of transcriptions. The online transcription service 
Rev transcribed all recorded information, and the transcripts were completed within 1 
week of the final interviews. 
This research study collected empirical data using semi-structured interviews as 
its primary data collection method. Qualitative data were obtained using semi-structured, 
remote interviews using a virtual/online format such as Zoom or telephone. The primary 
instrument for data collection included interview questions designed by the researcher in 
consultation with the dissertation committee (Appendix L). Frechette et al. (2020) 
suggest conducting individual interviews lasting 60–90 minutes to allow for an in-depth 
discussion to occur and, if participants consent, allow for the possibility of follow-up 
interviews to validate preliminary understandings. In recognition of the time constraints 
often experienced by executive leaders, interviews were shortened to 30-40 minutes. The 
set of questions developed was used to guide the semi-structured interviews (Eatough & 
Smith, 2017). 
Smith and Osborn (2007) suggest the researcher approach semi-structured 
interviews with a set of questions and an interview schedule but allow the interview to be 
guided by the schedule rather than be dictated by it. In so doing, the researcher attempts 
to establish rapport with the respondent (Smith & Osborne, 2007). This strategy also 
permits an interviewer to probe interesting areas that arise, follow the respondent’s 
interests or concerns, or reorder questions that emerge as less important (Smith & 
Osborne, 2007).  
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Smith and Osborn (2007) suggest interview questions should be open-ended so 
that the subject has the opportunity to express their unrestrained viewpoint. An interview 
schedule was created and utilized to ensure the researcher remains focused. Smith and 
Osborn (2007) also recommend researchers (a) determine the overarching interview 
topics; (b) consider a broad range of issues the interview can cover; (c) prioritize and 
sequence the interview questions, with questions touching on potentially sensitive topics 
positioned near the end of the interview, so respondents have time to acclimatize to the 
interviewer; (d) present pertinent questions relevant to each research question; and (e) 
develop prompts that encourage participants to expand on the questions being asked, or 
result from spontaneous questions that arise during the interview. 
A finalized list of five semi-structured interview questions was designed to collect 
data that answered the research questions. All questions were piloted to determine 
validity and adjusted as necessary. The questions were piloted and written to ensure 
respondents understood the questions and responded in a way that facilitated the 
collection of reliable data. 
The team reviewing pilot questions consisted of a group of five professional 
colleagues working in NYS public or higher education. Pilot Team Member 01 holds a 
doctorate and is employed in NYS K-12 public education as a teacher of special 
education. Pilot Team Member 02 holds a doctorate and is employed in NYS K-12 public 
education as an elementary school principal. Pilot Team Member 03 holds a doctorate 
and is employed in NYS K-12 public education as a superintendent of schools. Pilot 
Team Member 04 holds a doctorate and is employed in NYS higher education as an 
academic dean at an NYS community college. Pilot Team Member 05 holds a doctorate 
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and is employed in higher education as an adjunct professor at several NYS community 
colleges. 
In June 2020, the researcher approached each potential team member separately to 
inquire if they would be willing to participate in a review of interview questions. Upon 
accepting the task, each team member was provided a list of initial interview questions 
for review via email. The email solicited feedback from the team, requesting not just their 
impressions, but how the questions can be improved. The researcher specifically asked 
the team to be candid and not hold back any relevant criticism or corrections. 
Based on the feedback from the pilot team, the initial questions were either 
modified, condensed, combined, or eliminated, with the goal of becoming brief and 
simple (Brinkmann & Kvale, 2015). Twelve final questions were created in July 2020. In 
August 2020, those 12 questions were asked of two persons in a mock interview to 
determine if they were intelligible as presented in an interview format, were not 
confusing, and were structured in a way that elicited the kind of responses that would 
support the research. As a result of that process, the questions were modified again and 
presented to the dissertation committee in September 2020. Upon the review of the 
dissertation committee, the 12 questions were once again condensed and refined, 
resulting in the five interview questions asked of research participants. 
The piloted questions were sent to executive-level decision-makers at schools or 
departments of education serving as chancellors, vice presidents, deans, or department 
chairs possessing the capacity to develop and implement programmatic change at the 
college or university at each of the 42 schools in the target area. Each participant was 
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notified in writing that participation in the research is optional and voluntary. Subsequent 
emails were sent to encourage non-completers or non-participants to engage in the study. 
The researcher sent an individual and personalized email correspondence to 110 
eligible participants at 38 different IHEs, inviting them to participate in the interview 
process. A second email solicitation of participation was sent to 63 of the original 110 
IHEs. Twenty-three contacts received two emails and a telephone call. Thirty-five 
contacts responded. Nineteen opted out of the study prior to commencement of the 
interviews. Fifteen contacts agreed to participate, but only 12 were able to schedule 
interviews. No response of any sort came from 85 of the 110 potential participant 
contacts. By November 2020, 10 interviews were scheduled. 
The interviews were conducted remotely over a 4-week period in November 2020 
using the online, digital platform Zoom. The researcher believed utilizing a virtual format 
such as Skype or Zoom encouraged research participants with limited availability and 
time constraints to participate in interviews because this method of meeting is more 
convenient for the interviewee (Janghorban, Roudsari, & Taghipour, 2014). The 
researcher believes this flexibility helped increase participation by minimizing or 
resolving time or access concerns of the participants (Janghorban, Roudsari, & 
Taghipour, 2014). 
The interviews were audio recorded for later analysis. The researcher personally 
conducted all interviews. Informed consent was obtained from all participants prior to 
commencing the interview and again prior to recording at each interview session. In 




Procedures for Data Collection and Analysis 
The participants answered open-ended semi-structured questions. The collected 
interviews were transcribed by Rev, ensuring the researcher and the transcriber were the 
only individuals to access the data. Participants were offered a review copy of the 
transcribed interview to validate the text and ensure accuracy.  
To ensure anonymity, all participants were provided with a numeric, gender non-
specific pseudonym (e.g.,  Participant 1, Participant 2). All collected data were kept at the 
researcher’s home in a locked safe. All electronic documents were stored within a 
password-secured computer. 
Babbie (2010) suggests using open-ended questions to permit respondents the 
widest latitude in answering the questions. Smith and Osborn (2007) suggest asking the 
most general questions first, allowing the respondent to talk about the subject. Confused 
respondents may be prompted by a restatement of the question or asked a more specific 
question. Smith and Osborn (2007) also recommend that interview questions become 
more specific as the interview proceeds. This technique, called funneling, is used to 
prompt responses from the participants about the topic or phenomenon. Smith and 
Osborn (2007) advocate allowing the respondent adequate time to finish answering a 
question before moving on. Additionally, Smith and Osborn (2007) suggest the 
researcher employ minimal probes to help respondents continue. The researcher asks one 
question at a time, as multiple questions may be difficult for the respondent to answer 
fully (Smith & Osborn, 2007). Finally, the researcher monitors the effect of the questions 
on the respondent, as the researcher has an ethical responsibility toward the participant 
(Smith & Osborn, 2007). 
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Semi-structured interviews were used to collect participant data. Prior to the 
interview, the researcher engaged in reflective journaling via audio and paper-based note-
taking system. As noted by Ortlipp (2008), reflective journal writing may allow the 
researcher to examine their growing and changing understanding of their role as a 
researcher, interviewer, and interpreter of data. In doing so, the researcher is able to 
record decisions made as well as the theoretical justifications for those decisions (Ortlipp, 
2008). In addition, reflective journaling may allow the researcher to review their own 
invisible experiences, opinions, thoughts, and feelings in a visible way (Ortlipp, 2008). 
Using reflective research journals has the additional benefit of helping to illustrate the 
research process for those who later read the research (Ortlipp, 2008). 
This is critical, Ortlipp (2008) declares, as a researcher’s innate bias becomes “an 
acknowledged part of the research design, data generation, analysis, and interpretation 
process” (p. 703), but it also highlights the ways the research process changes in terms of 
design, methods, or approaches taken. Such transparency is all the more important since 
inexperienced researchers are often unaware of the “muddle, confusion, mistakes, 
obstacles, and errors” that accompany qualitative research (Boden, Kenway, & Epstein, 
2005, p. 66). 
The interviews were audio recorded, which not only encapsulated the spoken 
words, but also captured the unique linguistic and verbal expressions, stresses, or 
thoughtful pauses of the participants during the interview process (Brinkmann & Kvale, 
2015). Further, audio recording allowed the interviewer to focus on the topics and 
dynamics of the interview (Brinkmann & Kvale, 2015). 
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During the interview, the researcher utilized in vivo coding to emphasize the 
participants’ spoken words (Manning, 2017). Also known as natural coding (Saldaña, 
2016), in vivo coding helps researchers analyze the nuanced experience of the interview  
(Manning, 2017) before cleaning up the data and establishing formal data codes (Gliner, 
Morgan, & Leech, 2017). In vivo coding helps the researcher maintain the integrity of the 
interview responses. Immediately following the interview, the researcher added 
addendums to the pre-interview journals to capture any important information that audio 
recording may not have captured, such as emphatic hand gestures or facial expressions 
(Brinkmann & Kvale, 2015).  
Once available, the researcher examined the transcripts thoroughly, reading and 
rereading them in full and making notes. In doing so, the researcher became intimately 
engaged in the data (Marshall & Rossman, 2016), allowing them to look for themes and 
emerging trends (Brinkmann & Kvale, 2015). Spending time reading, rereading, cross-
referencing, and re-listening to the audio recordings of the interviews also helps the 
researcher evaluate unseen relationships and code the emerging categories (Flick, 2014; 
Gliner, Morgan, & Leech, 2017; Grbich, 2012; Ortlipp, 2008). The transcript was 
analyzed for information relevant to the research questions, as well as for repeated or 
common words, phrases, themes, or concepts that may be useful for the researcher 
(Brinkmann & Kvale, 2015). 
Bloomberg and Volpe (2012) state researchers must identify essential themes that 
make up the lived experience of the participants. Once identified, an accurate description 
of the phenomenon will help maintain a strong relationship to the topic of inquiry. 
Roulston (2014) believes data analysis follows three phases. In Stage 1, data reduction, 
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the researcher identifies relevant passages from the interviews (Roulston, 2014). In Stage 
2, data reorganization, the researcher categorizes and reordered the data around the 
research questions. In Stage 3, data re-representation, the researcher interprets the 
relevant data from the interview material.  
Qualitative data were coded according to the process advised by Saldaña (2016) 
and Creswell (2013), in which the essence of the verbal data was initially coded, then 
expanded upon as needed. Errors were minimized through multiple checks and rechecks. 
Additionally, manual coding helps researchers identify patterns that can be used in later 
quantitative data collection (Creswell, 2013; Saldaña, 2014). Connections between codes 
and categories helped give meaning to the interview data. As a result of analyzing the 
quantitative data, charts and graphs were generated to display the findings.  
Chapter Summary 
The following action plan facilitated a productive research study. First, the 
researcher developed a letter of introduction for the participants. Next, the letter and an 
informed consent form were reviewed by the St. John Fisher College IRB. Approval from 
the IRB in October 2020 allowed the researcher to contact potential participants via email 
or telephone. Approved respondents received a welcome letter and consent form to be 
returned prior to the commencement of interviews. 
The researcher conducted interviews in November 2020. Data collation and transcription 
occurred in mid-to-late November 2020. The coding process, analysis, and interpretation 
of the raw data commenced immediately after the first interview. 
Many national and state education regulations have been implemented in the last 
50 years. In that time, the fair and equitable education of students with disabilities has 
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also been addressed through legislation, resulting in many more students with disabilities 
attending public schools. With the increase in students with disabilities attending public 
schools, the quality of general education and special education teachers has been a point 
of national discussion. Educational leaders and human resource executives have been 
tasked with hiring to fill vacancies created by retirement and attrition in the national pool 
of teachers.  
Both rural and urban areas have expressed great difficulty in obtaining and 
retaining new teachers and special education teachers trained to educate students with 
autism spectrum disorders. This study examined leadership perspectives on the 
establishment of teacher preparation programs that better prepare graduates to educate 
students with autism spectrum disorders. Chapter 4 describes the findings and results of 




Chapter 4: Results 
Introduction 
The purpose of this descriptive phenomenological study was to examine the 
perspectives of department leaders in IHEs regarding the establishment of a TPP 
specializing in educating students with ASD. The study also examined IHE leadership 
perspectives on enriching or enhancing existing TPPs and mitigation of the obstacles that 
may exist to doing so. The results of this qualitative study addressed the research 
questions: 
1. From the perspectives of deans of faculty, deans of education, assistant deans 
of education, associate deans of education, or department chairs of education, 
to what extent are general and special education teachers prepared to educate 
students with autism spectrum disorders in New York State?  
2. From the perspectives of deans of faculty, deans of education, assistant deans 
of education, associate deans of education, or department chairs of education, 
what efforts are being made by teacher preparation programs to address the 
shortage of general and special education teachers in New York State who are 
prepared to educate students with autism spectrum disorders?  
3. From the perspective of deans of faculty, deans of education, assistant deans 
of education, associate deans of education, or department chairs of education, 
what obstacles or challenges exist in designing and implementing strategies to 
address the teacher shortage? 
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The interview protocol sought the perspectives of personnel in higher education in 
an executive leadership role and who had the opportunity to impact policies and 
procedures within their department. The questions were designed to facilitate 
understanding of the scope and limitations faced by those persons in the exercise of their 
positional authority. This chapter presents the findings of each research question via the 
themes and categories that emerged from the participant responses. The chapter 
concludes with a summary of findings. 
This study includes data from a total of 10 participants serving as leaders in 
college or university departments of education, consisting of two deans, four department 
chairs, one director, and one coordinator. All participants included in the study met the 
inclusion criterion of having served at least 2 years in their current role in an IHE serving 
at least 750 students. Participant 8, though serving in their capacity for slightly less than 2 
full years, was included in the study due to a unique personal perspective that came to 
bear on the interview. Those respondents who agreed to participate but who did not meet 
the inclusion criterion were disqualified, and their responses were not included in this 
study. 
Table 4.1 presents the participants’ anonymizing pseudonym, the Upstate New 
York geographic region in which their respective IHE is located, and the Carnegie 






Summary of Study Participants 
Participant Pseudonym Upstate NY Region Carnegie Classification 
Participant 1 (P01) Central Region Large 
Participant 2 (P02) Western Region Very Small 
Participant 3 (P03) Finger Lakes Region Large 
Participant 4 (P04) Western Region Large 
Participant 5 (P05) Central Region Medium 
Participant 6 (P06) Finger Lakes Region Large 
Participant 7 (P07) North Country Region Medium 
Participant 8 (P08) Central Region Very Small 
Participant 9 (P09) Finger Lakes Region Small 
Participant 10 (P10) North Country Region Medium 
 
Data Analysis and Findings 
The findings described in this section are organized according to the themes and 
categories that arose from analyzing the participants’ responses to the interview 
questions. The themes and categories are presented as they directly relate to the three 
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research questions. Table 4.2 describes all themes and categories that emerged during 
data analysis. 
Table 4.2 
Summary of Categories and Themes for Research Question 1  
Category Theme 
Teacher Shortages aspects of scarcity 
Teacher Shortages “changing view of teaching 
Teacher Shortages implications and impact of shortages for  
Students with Disabilities 
Teacher Shortages teacher preparation and skills 
Market Forces Financial Consideration 
Market Forces Employment Prospects 
Research Question 1. Research Question 1 asks the executive leaders to what 
extent they perceive general and special education teachers are prepared to educate 
students with autism spectrum disorders in New York State? An analysis of the data 
collected established two categories relating to Research Question 1: Teacher shortages 
and market forces. Within Category 1, teacher shortages, four themes emerged: (a) 
aspects of scarcity, (b) the changing view of teaching, (c) implications and impact of 
shortages for students with disabilities, and (d) teacher preparation and skills. Within 
Category 2, market forces, two themes emerged: (a) employment prospects and (b) 
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financial consideration. Table 4.2 presents the summary of categories and themes that 
emerged from participant responses to Research Question 1. 
Category 1 describes the participants’ perspectives on teacher shortages in New 
York State. The first common theme that emerged from participant responses was aspects 
of scarcity.  When asked to explain their perspective on the often-cited shortage of 
general and special education teachers in NYS, all 10 participants described a nuanced 
characteristic to teacher shortages, noting there were definitely shortages, but only of 
some teachers, in some places in NYS. Participant 01 expressed a belief that the 
shortages were real, but extended primarily to the fields of special education, 
mathematics, science (particularly physics), and learners of English as a New Language 
(ENL). Referring to certification areas that do not typically struggle to fill teaching 
vacancies, P01 stated: 
Of course, as I am sure you are aware, there are shortages of all kinds of teachers 
now. There are places, like in the North Country, that we have shortages of even 
elementary teachers, where a number of years ago, we had a glut. 
P02 presented a nuanced view of the question of teacher shortages: 
That is a multifaceted question. Depending on who you ask, and in what context, 
some people would cite a shortage, and other people would not. In the not-too-
distant past, New York had, perhaps, an overabundance of generally certified 
elementary teachers. We always need special education teachers. We always need 
teachers that have unique specializations in high-demand areas, certainly with 
depth of knowledge, of working with learners on the autism spectrum.  
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Referring specifically to bucolic areas of NYS, P02 stated, “our rural areas in New York 
need teachers of every stripe. I think that the numbers regarding shortages, particularly in 
New York State, have to be contextualized.”  Referring specifically to special education, 
P02 said: 
I think there are a shortage of teachers in a number of specialized areas, special 
education is one. For whatever the reason, the market for people going into those 
programs has not been what we need. Students who are identified with special 
needs are the ones who are going to suffer because they will not have the teachers 
that are required. 
Participant 03 expressed skepticism regarding NYS shortages, noting they were 
limited to highly specialized certification areas in that region. P03 explained: 
I am always a little leery when people talk about shortages because I know that 
they are very specific to geographic context. Typically, rural districts and urban 
districts, who are kind of high-need districts, they face shortages. But I do not 
think most of the suburban districts face any shortages at all. 
Participant 04 stated the shortage was real, documented, and data supported. P04 
observed that shortages in NYS were often cyclical, regional, and demographically 
distinct and stated: 
The teacher shortage has been sort of a rolling shortage. In NYS, it is very 
geographical, regionally connected. So, there is not one overall shortage. There 
are shortages in particular areas. Obviously, the largest shortage area in special 
education is in middle and secondary education . . . There is [also] a persistent 
shortage in rural areas, which is very interesting; it is a geographic shortage. Part 
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of the reason for that is that most of the urban and suburban areas have close 
connections with teacher education colleges, and so there is a good pipeline there. 
The rural areas have to go begging because they do not often have student 
teachers or junior participants, which would be the larger group of students that 
become familiar with the school. 
Participant 05 reported surveying local schools in an effort to predict teacher supply 
needs. Regarding potential teacher shortages, P05 noted, “in terms of the teacher 
shortage, there absolutely is. However, they are in specific areas. I would not say that we 
have a blanket teacher shortage.”  Participant 06 stated there is a regional and 
certification-specific shortage in the IHE catchment: 
The teacher shortage is not a monolithic thing. We find shortages based on, 
certainly, certification area, but also, grade levels and school district types. The 
teacher shortages are one thing, for example, in [a] city school district at the high 
school level, and another thing entirely at the elementary level in the ring suburbs. 
Participant 07 suggested there is a teacher shortage. P07 reported enrollment numbers at 
their IHE had experienced a significant decline over several years, so much so that their 
IHE decided to eliminate the teaching curriculum entirely as of 2020. This IHE will no 
longer train undergraduate teacher candidates.  
Referring to teacher shortages. Participant 08 suggested, “there are a variety of 
reasons. My research suggests that teachers with specialized credentials are more likely 
to experience secondary traumatic stress than teachers who work with mainstream 
groups, and that can create burnout.” Participant 09 also noted a fluctuation in teacher 
education enrollment. P09 stated, “for a while, we did not have that shortage. Our teacher 
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education programs [experienced] really low enrollment for a while. We do not have the 
booming programs we had in the late 90s.”  Participant 10 offered up personal experience 
to highlight knowledge of teacher shortages existed in NCR: 
Yes, I think there is a shortage. I am supervising student teachers right now. We 
have approximately 30 student teachers out in the field. Three of them are already 
employed. They have not even finished their student teaching, and they were 
hired. In our remote area, we definitely have a shortage, particularly in secondary 
special education. We have school districts all over the North Country, Franklin 
County, Essex County, Clinton County, regularly contacting us saying, “Do you 
have anybody, any graduate, anybody with this expertise?” It is usually special 
education 7-12 that they are looking for, and we do not usually have enough 
graduates to fill those positions. 
The second common theme that emerged from participant responses was the 
“changing view of teaching.”  Several participants suggested the actual and perceived 
roles of teachers have changed over time. They stated the transformation was a result of 
the degeneration in reputation of the teaching field, in general, but was also related to 
better-paying opportunities in other positions, such as lawyers, doctors, and higher 
education professors (Startz, 2016). 
P05 stated shortages are multifaceted but stem in part from “a misperception” that 
new teachers have. They believe that they are “going into teaching because [they] want to 
work with kids and not really understanding what teaching is all about.”  P05 also 
discussed a view that “teachers aren't respected in the community, which is frustrating.”  
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P09 suggested the turnover rate for teachers was high nationally. P09 stated that is 
because: 
Education has evolved, moved in a direction, or maybe it has become more work. 
It has become a lot more challenging. It is very standardized now, I think, [due to] 
the whole movement in New York State when we adopted Common Core. And 
then there was the [Annual Professional Progress Report] accountability stuff 
going on with teachers. I think people started to feel really burned out. So, I think 
that we are now seeing people going into other careers, because for a while, there 
were not teaching jobs in New York State and now there are. People were moving 
into other fields. 
P10 also addressed community standing as a concern: 
Teaching has a bad rap. The reputation of teaching in the past decade or so has 
definitely influenced whether or not students entered their profession. We are 
expected to fix everything, and when we do not fix everything, then we are 
blamed for that. 
Several respondents were disturbed that the role of teaching had become so restrictive 
and onerous that it was no longer attractive to jobseekers. A few participants commented 
on the compound stress of societal change leading teachers to feel as if they are less 
respected than in the past, and the increased rigor of the newest teacher evaluation 
systems making them feel less valued in the profession. Additionally, a couple of leaders 
surveyed mentioned teaching was just more difficult than it used to be. 
The third common theme that emerged from participant responses is the 
implications and impact of shortages for students with disabilities, such as autism. Six 
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respondents were concerned that teacher shortages negatively impacted students by 
placing teachers who were not prepared into classrooms. The contributors were 
particularly alarmed at the impact of teacher shortages on SWD, as those children had 
greater needs. P01 stated SWD would suffer as a result of teacher shortages: 
I think the shortage of special education teachers has implications for all students 
who have an identified need. Students with special needs are going to be the ones 
who are going to suffer because they will not have the teachers that are required. 
Teachers need to have the knowledge and the skills and the ability to work with 
students, regardless of what kind of classroom they are in. So, I think, if we do not 
do things to reverse the trends and the shortages in teacher education in all areas, 
but particularly in special education, we are going to have teachers in classrooms 
who are not prepared. 
P02 suggested teacher shortages affected inclusive teacher education for students with 
ASD “drastically” and stated, “I think we need to revamp all of [it]. No teacher should be 
in a position not to know how to research a particular diagnosis and how to work with a 
child.”  In terms of skills necessary to be well-prepared for students with autism, P02 
remarked: 
There are challenges present in terms of adequately supporting students on the 
spectrum, with or without regard to a perceived shortage in a particular area. All 
teachers need a comfortable, competent working knowledge of strategies that will 
serve all learners well, but some strategies in particular that you need to be 
mindful of if you are working with students who are navigating some sort of 
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autism spectrum disorder. That needs to be part of your tool belt in part of your 
repertoire, regardless of your teaching assignment, or certificate, or program.  
P03 commented on the effect of teacher shortages on students with autism. P03 suggested 
that since: 
Autism can range from a moderate disability to a more severe disability, some 
kids can be mainstreamed, and then you have kids who cannot communicate 
verbally, at all. Those students typically do not get served well in any public-
school setting, just because it is so resource intensive. 
P06 spoke directly, noting, “I think it hurts kids. There is no doubt in my mind.”  P09 
discerned the impact of teacher shortages on SWD and remarked: 
As you know, those numbers are not going down. They are only going up. The 
trend in New York State continues to go up because we are much better at 
identifying it. We see teachers not going into special education, which is a little 
bit more specialized. If they do not go into those positions, or we continue to have 
this high turnover rate, that certainly is going to impact children with autism in 
schools. 
P10 addressed the legal implications of teacher shortages, noting, “We will end up not 
being able to provide individualized instruction as students are legally entitled to, and as 
they rightly deserve.” 
The fourth common theme that emerged from participant responses was teacher 
preparation and skills. Seven participants referred to the requisite training and skills 
necessary to be effective in classrooms catering to SWD, especially to ASD. Their 
concerns considered both classroom-level skills as well as teacher mindset. P01 declared: 
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Teachers need to have the knowledge and the skills in the ability to work with 
students regardless of what kind of classroom they are in. Our faculty's position is 
that all teachers should be able to support students . . . But being specially 
prepared to support students with autism would require more years of practice and 
more years of schooling. 
In terms of teacher preparation, P02 emphatically declared: 
I value teaching inclusively and equipping future teachers to teach inclusively in 
whatever setting they might find themselves and reminding future teachers, no 
matter of their discipline or their certificate that they are pursuing, that all teachers 
need to be called to be inclusive educators, whether they view themselves that 
way or not. 
P03 expressed the view that: 
Clearly, you need a lot of people who are highly qualified in the significant 
disability realm. You have got two sets of teachers: the regular classroom teacher 
[who] probably needs some background in disabilities, [and the special education 
teacher] of course, needs to be well trained at their teacher prep institutions. 
P05, commented on hiring practices, as well as ASD education when they asked: 
Do we have teachers in the classroom who understand the challenges of students 
who have been diagnosed with autism? Are we preparing our faculty to teach? 
Are we hiring the right people? Are we making sure that they have the training to 
teach? 
P06 was concerned about the uncertainty of pathways leading to certification for teaching 
students with ASD: 
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All of our [graduating] students are dual certified . . . at either childhood or 
adolescent levels. But none of them go into work with students on the spectrum 
other than the occasional singleton who has a sibling, or who has a family reason 
to do it, or by accident because that is the work. They will graduate, they will get 
certified, they will start looking for jobs, and they will say, “Yeah, I can try this 
job,” and they end up in it. I cannot say that an accidental career path is really the 
right way to get teachers ready to work with kids who, by definition, need 
deliberate communication supports in pretty robust teacher prep. 
P07 questioned the impact of shortages on teacher availability:  
So, if that is the kind of shortages we have, if people are not finding long-term 
subs or anybody who is even near being qualified to teach, how are they going to 
find [teacher candidates] who have the specialized knowledge to teach [students 
with] autism? 
P09 discussed the nuanced requirements for teaching SWD and ASD, as well as the need 
for teachers of students with ASD to have problem-solving skills. P09 stated preservice 
student teachers are: 
. . . only required to do a 3-hour training in autism as part of a teacher education 
program and initial certification program. So, they are not required to have any 
specific coursework. New York is non-categorical, unlike other states that tend to 
be more categorical. There is no autism specialty. There is no specific education 
around autism. So, what you think and know about teaching sometimes gets 
flipped on its head. You need to have that additional preparation around autism to 
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support that, and really approach them from a student-centered and whole-child 
perspective, and then do some problem solving. 
P10 declared, “If we don't have enough candidates coming into our programs, we cannot 
educate them the way that we see appropriate. So, they, in turn, they are not going to be 
able to be as effective in the classrooms.” 
In summary, several participants stated the job and role of the teacher had recently 
become more difficult. There was discussion that teaching had become inordinately 
stressful in the last decade. Participants expressed a general sense that the community had 
lost respect for teachers. Respondents also stated a belief that the statewide adoption of 
the Common Core curriculum was burdensome and overly standardized.  
All 10 executive leaders agreed, at some level, that shortages in teaching staff 
existed in NYS. They contend the shortages and open vacancies were a function of 
contextual impediments that include geographic variations, as well as credential-specific 
scarcity. The majority of participants highlighted middle or secondary special education 
as the most persistent area of teacher shortage in NYS. Five respondents noted several 
concerns with the effect of teacher shortages on the education of SWD. One stated having 
untrained teachers in classrooms would result in SWD suffering. Several participants 
noted the increased needs of students with autism were a concern, because they stated the 
prevalence of ASD was rising. One stated all teachers should be ready to teach all 
students, regardless of ability, and cautioned no having trained teachers in a classroom 
may engender legal concerns if the individualized education plan (IEP), which is a legal 
special education document, was not met. 
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Category 2 describes the participants’ perspectives on the impact of market forces 
on teacher shortages in NYS. The first theme that emerged from participant responses is 
employment prospects. P01 addressed employment markets and stated:  
I think there are a shortage of teachers in a number of specialized areas. For 
whatever reason, the market for people going into those programs has not been 
what we need. If we do not reverse the trend, the shortages and teacher education 
in all areas, particularly in special education, we are going to have teachers in 
classrooms were not prepared. 
P02 predicted new entrants to the teaching profession in NYS could benefit from the 
current conditions described by other participants: 
I sense that we will probably have a fairly significant exodus of veteran teachers 
in the not-too-distant future, which bodes well for our teachers entering the 
profession. There will be some preservice teachers who, perhaps, are daunted by 
the new challenges that are being presented. 
P04 considered autism education to be a narrow, specialized function and stated, “The 
other shortage that no one really talks about this sort of a phenomenon of certification. 
Niche programs, meaning very small number of students enrolled, is a huge shortage 
area.”  Referencing  the difficulty in funding specialized programs, P04 remarked: 
The niche market is difficult because the funding for programs is predicated on 
the opposite of “if you build it, they will come.” The funding is predicated on “if 
they're standing at your door in huge numbers, we'll let you create the program.” 
P06 also addressed niche programs and asked, “How do you find the people who know 
how to specialize instruction for kids on the spectrum? It is a rare skill set.”  P06 
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explained that the size of the university program was no guarantee disability-specific 
training was undertaken. P06 stated, “We are a big teacher education program. We have 
no dedicated program that leads to certification or specialization in autism spectrum 
disorder.” 
The second common theme that emerged from participant responses is financial 
considerations. Several participants cited the financial burden new teachers must endure 
as a reason too few applicants enter the teaching profession or enter other fields of 
employment. P05 noted, “Teaching is a hard job. The salaries aren't . . . what we should 
be paid for what teachers do.”  P07 mentioned the financial impact of choosing teaching 
as a relevant factor in the historical and existing teacher shortages in the NCR: 
The 2008 recession caused teachers themselves and parents to suggest incoming 
students avoid the teaching field because they were being cut from schools. The 
pay for teachers up here is pretty low. As a starting teacher, you do not pay off 
your student loans.  
P07 implied the impact of the financial hardship is longer lasting in their remote area: 
It is difficult . . . when you are going into a teaching job, and you are working as 
hard as the teachers are doing, especially under the conditions now, it is really 
stressful, and it does not put you in a good place to pay back those loans. 
[Attending] a private college . . . puts you in more debt.  
P07 remained on-point in discussing what they clearly considered to be an inordinate 
encumbrance to new teachers in NCR: 
Every dollar hurts. They work full time, and they are trying to just get through 
college. [Even the federal] loan forgiveness programs . . . are convoluted and 
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crazy. If New York State really does want to increase the number of teachers, they 
should work so that teachers have a decent wage. 
P09 discussed financial concerns, as well, and noted, “One of the challenges with 
teaching, as you know, [in coming] out of the teacher education program, [is that 
moving] into the teaching field...doesn't pay a huge amount of money.”  P10 presented a 
similar view about the impact of financial considerations when entering the teaching 
field:  
[Teachers] are also underfunded. I would say low salaries would be influencing 
this. I know when I participate in open houses, a lot of the concerns of parents are 
they want students to enter a field where they are going to not only be employed 
but make a lot of money [and] to be able to pay off your loans. So that seems to 
be a big caution, and parents do not see teaching as a lucrative career, in that 
sense. 
In summary, respondents indicated there were seen and unseen market forces 
applying pressure to teacher candidates in the form of adverse financial constraints. The 
executive leaders also addressed negative attitudes of family and existing teaching staff 
towards entering the teaching field, and described those attitudes as negatively impacting 
enrollment of new teacher education candidates. In one case, declining enrollment in 
teacher education programs caused the IHE to suspend their undergraduate teacher 
education program entirely. Participants also mentioned uncertain employment prospects 
for newly graduated teacher candidates as a contributing factor to declining enrollments. 
Study participants claimed existing teacher shortages may have been impacted, or even 
exacerbated by the attitudes described above. In the view of the participants, pervasive 
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financial concerns expressed by family members or esteemed teachers of their 
acquaintance combined with negative attitudes expressed by communities toward 
teaching and teachers are inculpatory in the decline of teacher candidates and contribute 
to the overall teacher shortage. 
Research Question 2. Research Question 2 asked executive leaders of what 
efforts they may be aware of that are being made by teacher preparation programs to 
address the shortage of general and special education teachers in New York State in order 
to prepare graduates to educate students with ASD. An analysis of the data collected 
established one category relating to Research Question 2: Change (Table 4.3). When 
asked to explain their perspective on efforts being made by IHEs to address the 
theoretical teacher shortage, four themes emerged: (a) funding, (b) perspective, (c) 
recruitment, and (d) training and preparation. Table 4.3 presents the summary of 
categories and themes that emerged from participant responses to Research Question 2. 
The first common theme that emerged from participant responses is funding. In 
this study, funding refers to the methods of procuring pecuniary support for programs. 
Six respondents suggested federal, state, or local funding was critical in the development 
of programs of study at IHEs. The participant responses indicated an understanding that 
state, federal, or local funding is a critical component to program development. One 
consideration mentioned was that acceptance of such funds often limits the expenditures 
with accompanying mandates and guidelines. The respondents expressed a belief that 
state mandates were the most inhibiting factor, not the actual availability of monies for 
support or development. Some outside-the-box thinking was evident, as these leaders 
described looking beyond federal and state funding sources for funding. As Participant 04 
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said, “sometimes we're fish swimming upstream because education programs are 
expensive, and we have to account for the number of credits that our faculty are 
responsible for [teaching].” 
Table 4.3 





Change Training and Preparation 
In terms of financing undergraduate programs, P010 simply stated, “we are 
underfunded, [but] I know that we can keep lobbying to get more money to make the 
profession actually have the resources we need. [That] would be a big help.”  P01 noted 
financial assistance from the state was unreliable: 
State grants, in the past, have helped to develop programs, but we no longer have 
the state funding. If you want some kind of change, if the government or some 
group wants to see some kind of change, or even a foundation, wants to see some 
kind of change, by putting some money behind it and asking . . . colleges and 
universities, to respond to that and work together, putting parameters in that you 
are working together with the school district, that allows some innovation to 
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happen. There has to be some catalyst. . . [or] the faculty are going to decide 
themselves, “No. This is not the right way to do it.” 
P03 referred to the effect losing a state grant has on programs:  
I know for a while we had a grant. That ended about 3 or 4 years ago, but we had 
a number of doctoral and master's candidates who were specializing in significant 
disabilities that came through with that grant. Since that grant has expired, 
certainly in my institution, there have been no significant new efforts, just because 
of the funding. Typically, that is what will attract people into it. 
P09 suggested IHEs could become more creative in attracting teacher candidates with 
strategies such as discounting tuition or offering economic assistance: 
IHEs are trying to do some different kinds of opportunities, financial aid, 
assistance ships, or even blending rates. . . so that the financial peace is not a 
barrier. One of the challenges with teaching come as you know, is you come out 
of a teacher education program, you are going to move into the teaching field, 
which does not pay a huge amount of money. 
P01 said federal and state supports are restrictive and “funded money projects often allow 
people to be more innovative.”  P01 also mentioned that advocates of programs funded at 
the federal level and the state level, recognize that “we need more expertise. . . related 
particularly to special education.”  P01 allowed that the impetus for change in academia 
is sometimes external in origin: 
So, oftentimes the catalyst could be external, either by legislation, regulations, or 
funded opportunities where somebody, a group, the government, a foundation, is 
trying to push for change that would be moving the field forward in some way. 
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The second theme that emerged from participant responses is perspective. In this 
study, perspective refers to the perceptions and viewpoints expressed by the participants 
in regard to their desire to see their respective organizations shift their perspectives about 
training all teachers to educate SWD and finding people willing to do that job. Participant 
05 declared, “all teachers, every single teacher in every single discipline, needs to 
understand students with disabilities whether it be in a general education classroom, or a 
resource room, or in a self-contained classroom.”  P07 suggested foundational change 
was needed at the curricular level: 
We do not have a lot at the undergraduate level that looks at working with 
students with autism. I was just thinking through my syllabus and it is a very, very 
small part of that instruction that our students need to receive. 
P10 said curriculums are driven by the knowledge, understanding, and familiarity of 
professors but could be adjusted to provide new teacher candidates with additional 
opportunities to obtain the experience and skills necessary to teach students with 
disabilities such as ASD: 
One of the things I think would be helpful is for us at the college level . . . [is] to 
specify at least 15 hours of experience, or observation, or interaction with students 
with special needs, [and] then make that common across all students in our 
program. Right now, something like that is very instructor-dependent. At the state 
level, there has been a suggestion to implement a 3-credit course in autism that is 
required as part of the certification requirement, instead of just a couple hours. 
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P01 claimed student teachers should engage in a residency program and proposed having 
prospective teachers in classrooms working alongside certified general and special 
education classroom teachers in a team model.  
The third theme that emerged from participant responses is recruitment. In this 
study, recruitment refers to the efforts of IHEs to enlist, coax, or procure enrollment into 
their programs. Several interview participants suggested a shift in perspective regarding 
recruitment was necessary to address the shortage. P04 said, “part of what motivates 
change in program is that we are very close to the population. Your connection to the 
community is essential and is an effort to regularize the connection between universities 
and P[reschool]-12.”  P06 referred to the failing intentionality of personnel recruitment 
into teacher programs:  
We are not being deliberate in recruitment. We have not overhauled our core 
pedagogical content coursework in years. We are at a point of status quo right 
now when it comes to teacher prep. I think we need to change the teacher 
pipeline; it is one thing that we could actively become engaged in. 
P06 was not entirely negative in their opinion, but was encouraged by local efforts to 
change recruitment and noted: 
We started a teacher recruitment program with a local school district that 
essentially lets high school students take a college class. They can start teacher 
prep while there in high school and get a college credit for it that is free. Our 
purpose in doing that was focused on racial diversity. One cool part about 
secondary schools is that more and more young people are in touch with their 
peers. There are more inclusive settings in high schools then you will ever see in 
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college. So, our theory is if you get high school students thinking about teaching 
earlier in context where they can see what inclusive education means, maybe they 
will bring that with them to school and will see a more diverse set of candidates. 
P09 also saw the benefit to engaging secondary school students in the idea of becoming 
teachers and enthusiastically explained:  
We have a program with the local school district looking at the cohort model 
trying to diversify the teaching force. We bring in employees of the school district 
and have them housed in certain schools. They are taking classes there and also 
working there. We are teaching them, and educating them, and getting them 
certified. 
Recruitment is the act of finding new people to join an organization. One study of teacher 
recruitment suggested it would go a long way toward addressing falling enrollment in 
teacher educator programs if the efforts to bring in candidates included advisors at high 
schools, community colleges, and undergraduate programs who could recognize 
candidates with potential and steer them toward enrollment in certification programs that 
suit them (Woods, Richards, & Ayers, 2016). 
The fourth theme that emerged from participant responses is training and 
preparation. In this study, training and preparation refer to the education, instruction, and 
skill development that teacher candidates receive during their undergraduate coursework 
and teaching internship placements. Six participants noted addressing the shortage of 
teachers would require additional training as undergraduates, or in the form of continuing 
professional development. Participant 09 declared: 
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Institutions are working to recruit from their local communities. We work with 
recruiting people from TA [teacher assistant] positions (and other positions) to 
come in and get certified to teach. It is institutions working with the community to 
get a sense of what they need. 
P04 explained the importance of making connections in the community on the efforts to 
train and prepare teachers: 
So, one of the things that [IHE01 recognizes is that] your connection to the 
community is essential and ongoing in phases. So, we are in Western New York 
schools every single day, all year long. We [make an ongoing] effort to regularize 
the connection between universities and P -12 [through a] professional 
development consortium. 
P05, supporting the concept at all teachers need to be prepared for the needs of students 
with ASD, noted: 
I am a universal design kind of person. I think that all teachers should understand 
this. This is not just for special education teachers, even though the regulations 
say we need to make sure that we have all special education teachers prepared. 
All teachers, every single teacher in every single discipline needs to understand 
students with disabilities. And, specifically our topic, having to do with students 
with autism, need to understand when you have students in your classroom, you 
need to know the background. 
Referring to both mindset and teaching skills, P02 proposed a number of interrogative 
challenges for existing and new teachers: 
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What are you doing to be an inclusive educator in whatever context you find 
yourself in? How are you making the learning experience accessible for every 
learner that walks through your door? How are you making your learning 
experience as close to the fully inclusive end of the continuum as you can, for 
your particular learners? How are you making this learning experience mutually 
beneficial for every learner in your classroom environment, so that we are not just 
charitably serving the students with learning differences, but we are learning from 
them, and gaining, and being stretched and challenged by the gifts that they bring 
to any particular classroom setting?  
P02 espoused a theoretical requirement for IHEs and teachers to view preparedness to 
educate students with ASD in a different way, to change the way it is currently 
performed: 
I think there is a need to go deeper. I think that as we recognize that different 
institutions have capacity and bandwidth and missional drive to build and sustain 
these kinds of programs, I think that can be a way to both build awareness and 
also put it on the radar of teachers. And clinical practice is the key to solving 
these issues. 
Neither did P02 agree that 3-6 hours of in-service workshop training was enough 
preparation for a professional to contend with the myriad concerns of educating a student 
with ASD: 
We all have to be concerned about every learner; nobody gets a free pass. Just 
because you teach at a certain level or a certain discipline does not mean that you 
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will not have a student with autism or a similar need in your class. So, to that 
point, is a 6-clock-hour module in autism sufficient? No, it is not. 
In summary, study participants suggested the following changes be considered to 
address the shortage of teachers in NYS: (a) changing in state or federal funding 
structures or schema; (b) shifting in the perspective of education candidates and teacher 
preparation programs to accept the concept that all teachers should be prepared to educate 
SWD; (c) changing the way IHEs recruit candidates into the teacher education programs, 
and; (d) including knowledge about ASD in the training and preparation of preservice 
teachers.  
Research Question 3. Research Question 3 inquired of executive leaders what 
obstacles or challenges they perceive may exist in designing and implementing strategies 
to address the teacher shortage in NYS. Participants described efforts to enhance, enrich, 
or establish baccalaureate-level teacher education programs that would prepare preservice 
teachers to educate students with ASD. Participants also identified strategies they stated 
IHEs could implement to mitigate obstacles to establishing such programs. In so doing, 
three categories emerged: constraints, resistance, and solutions. Within Category 1, 
constraints, two themes emerged: (a) economic and legislative and (b) institutional. 
Within Category 2, resistance, two themes emerged: (a) pragmatic and systemic and (b) 
professional. In Category 3, solutions, one theme emerged: theoretical remedies. Table 
4.4 presents the summary of categories and themes that emerged from participant 






Summary of Categories and Themes for Research Question 3 
Category Theme 
Constraints Economic and Legislative 
Constraints Pragmatic and Systemic 
Resistance Institutional 
Resistance Professional 
Solutions Theoretical Remedies 
 
Category 1 describes constraints. In this context, constraints are a force that 
hinders, obstructs, or impedes. The first common theme that emerged from participant 
responses is economic and legislative constraints. In this study, economic constraints are 
negative influences on program development due to the lack of money or funding, or 
impediments directly tied to state or federal mandates, guidelines, or directives.  
P01 was very succinct in their opinion regarding the establishment of a new 
program at the undergraduate level: “I'm not convinced at all that you’re going to get a 
market for a special baccalaureate degree for preparing teachers for autism. That’s too 
specialized.”  One practical explanation was suggested by P06, who stated: 
There is a huge disconnect between market and supply at the college level. There 
is no checkpoint right now that connects school district demand to anticipated 
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openings. There is a disconnect between supply and demand that we have been 
unable to address. 
P06 suggested one problem is that “we need more special educators trained and prepared 
to work with students with autism. Everybody knows it. It is in the air. But finding those 
numbers, and then getting [that training] in front of our students is really hard.”  P09 
expressed a similar sentiment and declared, “Programs written to the State [guidelines] 
are so complex; the state's requirements are so complex, and none of those are autism-
specific.”  P01 offered a grass-roots approach when they suggested, “constituents could 
propose something needs to change to their elected officials. Change, such as proposing 
bills, oftentimes comes from legislation in the New York State Assembly.”  P01 was 
aware that state regulations can be burdensome, especially when adjusting or creating 
new programs: 
One of the things that can be onerous to deans is when we get legislation in or 
regulations that say you [must] have a 3-credit course that is very specific. We 
have to look at our programs and all these regulations, and we have to think 
[about] where are we going to spend [those credits], what are we going to 
emphasize and expose our students to. 
P04 unhappily addressed New York State Education Department (NYSED) rules and 
regulations that had made obtaining teaching certification in NYS easier. P04 was 
concerned it degraded the overall quality of teachers in NYS due to its overly 
accommodating nature. The traditional pathway includes completing an accredited 
teacher education program. The alternative pathway permits a local NYSED affiliate 
certification officer employed by a Board of Cooperative Educational Services (BOCES) 
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to analyze college transcripts to assess the applicant’s educational preparation towards 
teacher certification. P04 pointed out: 
New York State regulations on teacher preparation now presents two pathways to 
certification. The individualized pathway to certification permits a transcript 
evaluation to obtain teacher certification in New York State. There is no 
requirement for a certain number of field hours. You have no specific mentoring 
requirement for the student teaching aspect of things. The kind of flexibility that 
they have provided to fill the shortage areas is a yellow flag. 
P06 described the management of the NYSED as very traditional, reactionary, and 
somewhat obstructionist. P06 lamented the dearth of inventive and original 
programming: 
We have been doing this for a long time period we have got a lot of regulations. I 
have seen very few truly innovative, cross-institutional programs that State Ed. 
has blessed. This [proposed autism education program] would be one of those 
prime examples. If we tried to build such a program, the immediate answer would 
be, “How are you going to staff it? What is the immediate local demand for 
graduates? How are you going to get at least 20 candidates?” 
The second common theme that emerged from participant responses is 
institutional constraints. In this study, instructional constraints refer to impediments to 
developing curriculum or programs, perhaps due to the existing structure of the IHE. P01 




Schools, colleges, and universities decide for themselves what programs they are 
going to offer, and oftentimes it is closely tied to what the market is [seeking]. 
The provost or chancellor is not going to approve programs that are not going to 
draw students. So, if we have any program we want to propose, we have a market 
analysis done. 
P01 was very positive regarding teacher preparation for educating SWD at their IHE but 
admitted to some limitations: 
I support the idea that teachers, all teachers, need to be prepared, and it is 
particularly those teachers who are getting prepared in special education that need 
to be prepared. We have courses that our students take, all people who are going 
to be teachers, to be able to support all learners in their classes. It is difficult to 
prepare anybody in 4 years to be able to do everything that they need to do. There 
is just no way. 
In creating new teacher preparation pathways, specifically for ASD, P02 remarked: 
I think the way forward is not to keep tacking on individual requirements. I think 
the way forward is to think intentionally, holistically, and systemically about what 
does robust, inclusive, socially just, responsive education look like for every 
learner? 
P02 also discussed potential or theoretical obstacles an IHE may face in implementing a 
plan to develop new programming: 
Scalability and sustainability will be an issue for various institutions. There may 
be institutions who really value this, [but] they are going to have to think about 
how to do this innovatively in a grassroots kind of way [because] they are not 
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necessarily equipped to deliver because of fiscal constraints. They might not have 
the structures and the systems that would enable them to do more, and bigger, and 
better.  
Despite the relatively large size of their IHE in FLR, P03 expressed: 
Our courses in significant disabilities are pretty heavily under-enrolled. We have a 
ton of capacity. If 20 people walk in the door tomorrow and wanted to specialize 
in significant disabilities, I think we can manage it. Having the infrastructure . . . 
we have to keep those courses on the books and being taught, even if there are 
two students in them. 
At their IHE in WNY, P04 explained their program design was no less limited: 
In undergraduate education, we are constrained by what we would call course 
fatigue. That may or may not inhibit a course that is specific to autism. So, what 
we do is incorporate that in the general exceptional education course that 
everyone takes. As the students progress through their majors, they will get 
courses in differentiating instruction, which includes differentiating for students 
with autism, period so a single course is not going to do it for everyone. That 
whole spectrum is very, very difficult to manage in a class that has content. 
[ASD-specific] content is incorporated into existing courses as needs arise. 
P04 rationalized this approach and stated: 
At the undergraduate level, the challenge is to accommodate the general education 
needs while studying the pedagogy. It takes 4 years to get a good at novice 
teacher ready to go, but you have to be out there for a while and experience what 
it is like to be responsible. Particularly in autism, because every experience you 
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have with autism spectrum is a different experience, it is very hard to generalize 
in that field.  
P06 serves another large IHE in FLR. When asked what efforts are being made to 
enhance existing programs, P06 said: 
We are not doing any right now. I will just tell you that flat out. I am not aware of 
others who are doing that work deliberately right now. There is no specialized 
preparation for the unique needs of students with autism. 
P07 also commented on specific preparation for students with autism in their NCR IHE, 
“I am looking at universal design for learning and differentiation. Autism is in the text 
[we use, but] we are not looking at it in great depth or detail.”  When pressed to explain 
why, P07 said, “[student teachers] need to go out into the field, hopefully in their 
placement, they are talking to the cooperating teacher in their student teaching when they 
are working with the special educator, they are getting some more information.”   
P07 also felt confounded by state regulation and remarked, “meeting state 
regulatory requirements for things like general education programs are a beast. I think it 
would be lovely if education programs had more flex to replace some things.”  P07 also 
noted some concerns with broadening the curriculum for student teachers: 
At the undergraduate level, the curriculum is a mile wide in an inch deep, and you 
are not going to be really well prepared from that. So, we are sending our students 
out in saying, “you are going to have to keep learning, and you're going to be 
getting more into it because you will encounter those students living with autism . 
. . and you have the responsibility to learn about those things. 
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P09 similarly stated that the undergraduate level was not the appropriate place to pursue 
coursework in autism education because the students are too inexperienced: 
I think the bachelor’s level is tough because they are all initial certification 
programs. Students are just getting their feet wet in education, in general. It is 
pretty much just the basic levels because they are just learning how to teach.  
P09 was encouraging, noting that other states have disability-specific certifications. P09, 
however, expounded a view that training new teachers specifically in autism education 
may have drawbacks: 
I think it is more important to have more training and education in autism. I do 
not know if we need to have a whole program and have your only degree in 
special ed[ucation] be autism. I think that could present challenges; with so many 
non-autism-specific classrooms, it limits your options. 
P10 explained that their NCR IHE was “reaching out and asking questions, then helping 
our prospective students get aligned with the correct department chair so they can help 
them through the application process and then into the program and working a lot more.” 
In summary, the participants highlighted several significant barriers to 
programmatic expansion in both the public and private sectors of higher education. In 
each, state guidelines hampered program development. In each, there were often financial 
hurdles that were difficult to surmount. In each, creating new programs meant coming up 
against institutional lethargy. 
Category 2 describes resistance. In this context, resistance is defined as a force in 
opposition or conflict. The first common theme that emerged from participant responses 
is pragmatic and systemic resistance. Pragmatic and systemic resistance contends with 
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challenges faced by organizations developing from a logical, rational, or structural 
concern that is not theoretical in nature but stems from the fact that doing differently 
would be extremely difficult due to the natural limitations of the system in which the IHE 
exists. 
Due to the sheer volume of information, having everyone prepared to teach SWD, 
let alone ASD, was a daunting prospect for P05, who remarked: 
There are lots of resources out there and it is really getting the resources into the 
hands who need them. I think that we need to know what tools are in order to get 
them into their hands, not only our faculty but also our students. I think that is 
how we are going to build on top of what we are already doing. 
P06 reminded the researcher that “a dual certification pathway with autism, similar to 
what exists now, would involve more study.”  P03 encouragingly stated, “I don't think 
you can have an overqualified staff. I also think it should not just be the teachers who are 
certified special ed who should be taking courses in disability; it is every teacher, 
[because] it's still the case that special ed students are not getting services.” 
The second common theme that emerged from participant responses is 
professional resistance. In this context, professional resistance is the conflict experienced 
due to opposition or defiance posed by colleagues and should not be construed as 
institutional or systemic. P01 remarked, “I have not heard people specifically talking 
about that there needs to be a baccalaureate program that addresses specifically preparing 
teachers to teach students with autism.”  P05, however, was up to the challenge of 




Make sure they have the background in order to be able to do that. Make sure that 
our faculty are aware of not only what the regulations say, but also the whole idea 
of “We aren't teaching subjects, we are teaching students. 
P09 looked at the issue in terms of the preparation and capabilities of new teachers and 
said teachers should: 
Have the ability and the skills to problem solve and say, “If this is not working, 
how do I look at this child's behavior and do some analysis to figure out what I 
can do? What can I change? How can I modify and adapt?” I think that takes a 
higher level of teacher education. I just do not see that in the initial certification 
level. I feel as though students are just not ready for that yet. 
In summary, the participants highlighted the perceptions of the administrators in regard to 
new teachers’ abilities. In their experience, new teachers just did not have the experience, 
understanding, or familiarity to handle the intensive training needed to be highly 
qualified in classrooms containing students with autism. The participants expressed a 
view that the ASD disability was too variable in nature to be a feasible singular education 
program at the undergraduate level. 
Category 3 describes solutions. In this context, solutions and remedies are a 
means to address the obstacles referred to by interview question 4. The common theme 
that emerged from participant responses is theoretical remedies. Several potential 
solutions were suggested.  
To address the financial concerns discussed by IHEs, P03 stated monetary support 
from private donors was one potential source of funding that may allow private IHEs to 
develop local programs to address the shortage of teachers. P03 stated, “one of the 
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answers to shrinking state funding is to go to the private sector. There are a number of 
private funders that are interested in supporting programs, such as those you are 
describing.”  To address the lack of experience possessed by new teachers, P01 suggested 
the answer was training student teachers in mindset rather than technique: 
What we have to do is prepare people to be lifelong learners, to give them 
strategies to be good problem solvers, to be able to think carefully about ideas, to 
recognize resources, to collaborate with other educator colleagues, to continue 
learning. 
P04 differed in opinion and suggested: 
Another solution is to engage in a residency program at a school to the point 
where our candidates are working in the school while learning, and therefore I am 
a pretty direct pipeline to be hired. You need to be able to connect the programs to 
the jobs that are there and connect internships in student teaching and field 
experiences in the places where people will need to get to know your candidates. I 
think it is best accomplished by connecting our students to clinically enriched 
placements, where they will have experiences that are specific to autism 
spectrum. 
P04 theorized that IHEs could create a pathway to study ASD for four years as an 
undergraduate, and one year as a graduate student. P04 noted distinct benefits to creating 
a “pathway” because: 
A 4 + 1 pathway does not need to be approved by the state, it can tap promising 
undergraduates who could take graduate courses while undergraduates because 
they are stronger and can manage. That strategy connects, is very beneficial, and 
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you do not have to pay the admission fee to get into graduate school. It is a 
seamless connection between undergraduate portion and graduate portion. That is 
a good strategy. 
P06 stated the answer lay in an interagency compact where students could take several 
classes at varying locations/IHEs to complete a minor in autism education: 
If we had the ability to build a 15-credit minor with other institutions where we 
would offer a class, they would offer another, there would be efficiencies there. It 
seems like it would be a much easier sell for our administration if we could have a 
cross-campus program where everybody chips in a little, and the supply becomes 
regional. But I know that is a bureaucratic beast to create. 
P09 was also interested in redefining the boundaries and intentionality of course offerings 
at IHEs. P09 explained that at their IHE: 
We are putting together an undergraduate course around autism that would be 
interprofessional as well. So, it could be students coming from teacher education, 
but also students coming from other areas such as speech-language pathology, OT 
[Occupational Therapy], and PT [Physical Therapy].  
Specific to a theoretical autism education curriculum, P09 asked the researcher to 
consider: 
What kinds of things should be in an autism curriculum? What should people be 
learning about? Autism curricula around the nation are very much focused on 
evidence-based practices or applied behavioral analysis coming in that has its 
place. I think we need to spend a little more time and do a lot of work in our 
program around reading and listening to advocates, speaking with, and 
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understanding the perspectives of people on the autism spectrum, in their families. 
A lot of advocates and people on the spectrum talk about their relationship 
development interventions as being the things that really pulled them out into the 
world. 
P10 highlighted a general education class that could be used to steer people thinking 
about education, in general, toward the teaching field: 
We created a general education course that is career-oriented. Anyone who is 
interested in one of the helping fields could take this course. It would allow them 
to see what it is like to be a teacher, school counselor, social worker. 
In discussing local efforts, P10 said, “my department has been working with our 
admissions office to figure out how we get out locally in making that shift . . .[and] 
promote our profession.”  P10 also explained why such a course was considered 
necessary in their medium-sized, public NCR IHE: 
One of our struggles, being in a remote area, is students often see diversity in a 
very limited sense. So, they will say, “Well, there isn't a lot of color diversity 
around us,” or “We don't know if people have disabilities unless they are visible 
disabilities.” 
P10 emphasized the overall goal of such an offering would be to “change perception,” 
explaining: 
If we can influence people's perceptions on the teaching path, a career in 
education, and then making sure the students have enough opportunity to engage 
with more diverse students. We could use technology to interact and get more 
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observations or co-teaching in classrooms where students with autism are actively 
present.  
In summary, participants were very positive about efforts their respective IHEs 
had made to address constraints and resistance they had encountered in their performance 
of their roles. Institutional constraints and systemic resistance combined to present a 
picture of academia that is prone to immobility rather than motion. The solutions 
presented were innovative and would cross boundaries.  
Summary of Results 
 This descriptive phenomenological study aimed to examine the perspectives of 
department leaders in institutes of higher education regarding the establishment of a 
teacher preparation program specializing in educating students with autism spectrum 
disorder. A descriptive phenomenological analysis was chosen for this study because the 
researcher wished to explore the perspectives of executive leaders in higher education on 
enriching or enhancing existing teacher preparation programs or mitigation of the 
obstacles that may exist to establishing such a program.  
 The participants were selected from colleges and universities in Upstate New 
York that served over 750 students. Additionally, only participants who had served in 
their current leadership role for at least 2 years were selected. The semi-structured 
interviews were performed synchronously via the Zoom digital meeting platform or via 
telephone once consent was returned by the potential candidates. 
 Each question generated responses to one or more of the categories and was 
directly connected to the three research questions (Table 4.5). The six categories that 
emerged from the data analysis were (a) teacher shortages, (b) market forces, (c) change, 
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(d) constraints, (e) resistance, and (f) solutions. Within each category, themes emerged to 
provide a clearer connection to the participants’ multifaceted perspectives.  
Table 4.5 
Summary of All Categories and Themes  
Research Question Category Theme 
From the perspective of deans 
of faculty, deans of education, 
assistant deans of education, 
associate deans of education, 
or department chairs of 
education, to what extent are 
general and special education 
teachers prepared to educate 
students with autism 
spectrum disorders in New 
York State?  
Teacher Shortages Aspects of Scarcity 
The Changing View of 
Teaching 
Implications and Impact of 
Shortages for SWD 
Teacher Preparation & Skills 
Market Forces Employment Prospects 
Financial Consideration 
From the perspective of deans 
of faculty, deans of education, 
assistant deans of education, 
associate deans of education, 
or department chairs of 
education, what efforts are 
being made by teacher 
preparation programs to 
address the shortage of 
general and special education 
teachers in New York State 
that are prepared to educate 
students with autism 






Training & Preparation 
From the perspective of deans 
of faculty, deans of education, 
assistant deans of education, 
associate deans of education, 
or department chairs of 
education, what obstacles or 
challenges exist in designing 
and implementing strategies 
to address the teacher 
shortage? 
Constraints Economic and Legislative 
Institutional 







In the first category, teacher shortages, four themes emerged: (a) aspects of 
scarcity, (b) the changing view of teaching, (c) implications and impact of shortages for 
students with disabilities, and (d) teacher preparation skills. In the second category, 
market forces, two themes emerged: (a) employment prospects and (b) financial 
considerations. In the third category, change, four themes emerged: (a) funding,  
(b) perspective, (c) recruitment, and (d) training and preparation. In the fourth category, 
constraints, two themes emerged: (a) economic and legislative and (b) institutional. In the 
fifth category,  resistance, two themes emerged: (a) pragmatic and systemic and (b) 
professional. In the final category, solutions, one theme emerged: theoretical remedies. 
The data indicate every executive leader interviewed stated teacher shortages did exist in 
NYS, but the reality of those shortages was explained by regional, demographic, and 
certification-specific factors. These leaders in higher education indicated a general 
consensus that the role of teaching had evolved over time, becoming less desirable 
because of (a) its deteriorating reputation, (b) the financial burdens involved with 
obtaining the degree combined with low-paying jobs in the workforce, and (c) the 
workload and standardization had increased to the point that burnout was encouraging 
teachers to leave the field for less stressful, more lucrative positions. 
These factors had implications for teacher shortages, including placing untrained 
or undertrained teachers in classrooms containing students with ASD. Participants 
indicated means to change the status quo by (a) changing state and federal funding for 
program development as well as teacher pay; (b) shifting institutional perspectives within 
teacher preparation programs to one where all teacher graduates are ready and prepared 
to teach students with ASD; (c) adapting the ways IHE recruit teacher candidates; and (d) 
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training and preparing teachers in more intentional, inclusive, and innovative ways. 
Participant responses indicated IHEs in Upstate NY have far more in common in terms of 
constraints and resistance than they do in means of obtaining funding, efforts at 
recruitment, or workable solutions to program development for educating students with 
ASD. Chapter 5 discusses and analyzes the research findings presented in Chapter 4 and 
also provides a discussion on potential implications the research may bring to bear on 
industry, public policy, academic research, and the field of education. 
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Chapter 5: Discussion 
Introduction 
“Day by day, action by action (or inaction by inaction), we chart the 
destiny of the human race.” 
― Laurence Overmire, 2020 
The purpose of this descriptive phenomenological study was to examine the 
perspectives of department leaders in IHEs regarding the establishment of a TPP 
specializing in educating students with ASD. The study examined higher education 
leadership perspectives on creating, enriching, or enhancing existing TPPs. The study 
also examined ways to mitigate obstacles that may exist to enhancing or enriching 
existing TPPs or creating a dedicated program of study. 
As of January 2021, neither a cause nor a cure for autism has been identified 
(Bolte, 2014; Medavarapu et al., 2019). The number of students with ASD will continue 
to increase in NYS public schools (USDE, 2019). The prevalence of persons with ASD 
has been rising since the 1960s (Maenner et al., 2020). As a result, more students with 
ASD are enrolled in public schools than ever before (Jensen et al., 2014; Maenner et al., 
2020; USDE, 2019a, 2019b). Due to the difference in abilities and varying symptomatic 
expression unique to each person, educating students with ASD is a complex process 
(Hull et al., 2017; Masi, DeMayo, Glozier, & Guastella, 2017; Shyman, 2012; 
Waligórska et al., 2019). Training new teachers to effectively educate students with ASD 
is critical to the long-term success of those learners (Able et al., 2014; Barnhill et al., 
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2010; Busby et al., 2012). Consequently, ensuring adequate preparation of teachers is a 
critical aspect of school districts’ efforts to comply with federal and state laws regarding 
the education of students with disabilities (SWD). 
At the time of this study, there is a nationally recognized, decades-long teacher 
shortage, particularly in the area of special education (McVey & Trinidad, 2019; USDE, 
2020). Further, there is a combination of factors that affects the education of students 
with disabilities, such as ASD, in New York State (NYS), including: (a) the prevalence 
and complex nature of autism (Christensen et al., 2016; Jensen et al., 2014; Xu et al., 
2018);  (b) the preparation of teachers to educate students with ASD (Alexander, Ayres, 
& Smith, 2015; Barnhill et al., 2014; Blömeke, Olsen, & Suhl, 2016; Ravet, 2017); (c) 
federal and state legislation (Ahlberg, 2014; Graf et al., 2017; New York State Office for 
People with Developmental Disabilities [NYSOPWDD], 2019), and; (d) the availability 
and attrition of highly-qualified educators (Hagaman & Casey, 2017; Hanushek & 
Rivkin, 2012; Sutcher et al., 2016). In NYS, efforts to solve the critical shortage of 
special education teachers prepared to teach students with ASD is negatively impacted by 
the limited ASD-specific curricula contained in teacher preparation programs in the seven 
disparate Upstate regions (Cochran-Smith & Villegas, 2015; Johnson, 2018; Kunter et al., 
2013; von Hippel & Bellows, 2018).  
Since the 1950s, state and federal governments have created much education-
related legislation that local governments and school agencies are required to implement 
(Sutcher et al., 2016; USDE, 2017). The rolling teacher shortage is exacerbated in the 
case of ASD due to its behavioral and emotional intensity, specialized training, and 
disability-specific methodologies necessary to educate students with autism (Berkovits, 
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Eisenhower & Blacher, 2016; Charman, 2011; Hill et al., 2014). Ensuring school staff is 
prepared to educate all students with autism is crucial to the long-term success of students 
with ASD (Barnhill et al., 2011). Becoming a highly qualified educator for ASD requires 
specialized training (Ravet, 2017). 
Regardless of geographic area or regional demographics, staffing special 
education classrooms is often difficult (Mason-Williams et al., 2020), as teachers of 
SWD leave the field at a significantly higher rate than their general education 
counterparts—many within 5 years (Bettini et al., 2019; Carver-Thomas & Darling-
Hammond, 2019; DeAngelis & Presley, 2011; Gilmour & Wehby, 2019). Published 
studies indicate little success has been achieved in addressing the special education 
teacher shortage over the last 30 years (Sutcher et al., 2016; USDE, 2017). Due to the 
variability in TPPs, some researchers point to teacher education programs as a source of 
teacher shortages (Gansle et al., 2012). 
If teachers are not being trained or prepared to educate students with ASD, New 
York fails to uphold its stated commitments to equitable access for students with 
disabilities, a free and appropriate public education. To compensate for the regional lack 
of qualified educators, some school districts are forced to increase class sizes, place 
underqualified staff in classrooms, or limit services (Berry et al., 2011; Hodges et al., 
2013; Ladd, 2007). In being trained to contend with the unique educational challenges 
offered by autism, skilled, competent, and proficient teachers empower students with 
ASD to achieve their potential as learners and expand their capacity to communicate and 
interact with other people (Cochran-Smith & Villegas, 2008; Morrier et al., 2011; 
Simpson, 2004). In supporting those efforts by producing highly qualified graduates, 
 
120 
Upstate colleges and universities encourage an inclusive future and help NY schools 
fulfill their mandate to educate all children (ESSA, 2015; IDEA, 2004). 
To effectively educate students with ASD, teachers must have the skill to modify 
and adapt lessons and curricula to facilitate mainstream inclusion (Lauderdale-Littin & 
Brennan, 2017). Highly qualified educators in classrooms containing students with ASD 
must possess the skills and aptitude to look past behaviors in order to address the 
learner’s unique needs (Charman et al., 2011; Ravet, 2017). Unfortunately, many teacher 
preparation programs focus on general certification and lack specialization in the field of 
autism (Hendricks, 2011; Shyman, 2012). In addition, there is a lack of collaborative 
leadership in some Upstate NY regions between public schools and universities to 
address the decades-long scarcity of teachers who can educate students with special needs 
(Hart & Malian, 2013).  
This study was approved by the St. John Fisher College Institutional Review 
Board (IRB) prior to commencing research interviews. Participants were informed that 
involvement in the study was voluntary, and informed consent was obtained from 
respondents prior to beginning the exploratory consultations. Data collected from the 
semi-structured interviews addressed the following research questions: 
1. From the perspectives of deans of faculty, deans of education, assistant deans 
of education, associate deans of education, or department chairs of education, 
to what extent are general and special education teachers prepared to educate 
students with autism spectrum disorders in New York State?  
2. From the perspectives of deans of faculty, deans of education, assistant deans 
of education, associate deans of education, or department chairs of education, 
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what efforts are being made by teacher preparation programs to address the 
shortage of general and special education teachers in New York State who are 
prepared to educate students with autism spectrum disorders?  
3. From the perspective of deans of faculty, deans of education, assistant deans 
of education, associate deans of education, or department chairs of education, 
what obstacles or challenges exist in designing and implementing strategies to 
address the teacher shortage? 
This chapter discusses the implications of the findings presented in Chapter 4. It 
serves as an opportunity for readers to interact with the theoretical framework that guided 
the research, see how the research problem was addressed, and consider what the findings 
mean. In addition to discussion, this chapter makes recommendations for further research 
as it applies to the education industry and its professionals, public policy, and autism 
education in Upstate NY. 
Implications of Findings 
“Want of foresight, unwillingness to act when action would be simple and 
effective, lack of clear thinking, confusion of counsel until the emergency 
comes, until self-preservation strikes its jarring gong—these are the 
features which constitute the endless repetition of history.” 
― Winston S. Churchill, 1935 
 
This research study sought to answer the extent to which leaders in higher 
education believed general and special education teachers were prepared to educate 
students with ASD in Upstate NY. Nearly all participants were satisfied with the current 
state of their teacher preparation programs, particularly in special education, where that 
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program was offered at one of the IHEs. Many noted, with pride, that their special 
education programs lead to dual teaching certification in a content area as well as special 
education or inclusion. Several participants were also pleased to note there was often a 
direct pathway to the master’s degree in special education at their IHE.  
When asked specifically about the level of preparation new teacher graduates 
could expect from their IHE regarding the study of autism, their answers were 
nonspecific. None of the respondents indicated a specific teacher preparation pathway in 
ASD existed at their IHE. In many cases, even the required coursework in the special 
education teacher preparation program only touched lightly on ASD. Comments further 
indicated exposition or examination of specific disabilities within the general framework 
of all disabilities was frequently instructor driven. Hence, only professors who had direct 
experience with ASD were likely to highlight the difficulties of teaching that population 
to their education students.  
In short, most participants considered a baccalaureate program in ASD to be a 
niche program that had little hope of drawing sufficient enrollment to justify its existence. 
Dunst et al. (2019) show there was no discernible difference in teacher practices or 
beliefs in extended teacher preparation programs, and even claim that those in extended 
degree programs possess more negative attitudes towards teaching. None of the 10 IHE 
surveyed offer a degree program that guarantees preservice teachers would be prepared to 
educate students with ASD upon graduation. Participants noted that some teaching 
students may be fortunate to enroll in a class with a professor who has experience or 
interest in ASD. The only other way participants could think of encouraging enrollment 
in an ASD education program was in a situation where the student-teacher possessed an 
 
123 
innate interest, such as having a family member diagnosed with ASD. Several 
participants specifically said that all teachers, not just special educators, should be trained 
and prepared to educate students with ASD. 
Though ASD education was noted to be a niche program by several of the 
executives interviewed, this researcher begins to wonder if each distinct TPP is limited by 
disconnection to other IHEs. Though the state of New York has strict guidelines on how 
to design teacher preparation programs, none of the leaders at public IHEs indicated any 
means of cooperation, collaboration, or continuity between the many campuses. In 
essence, the IHEs were left to their own devices and allowed to interpret the state 
guidelines. Some IHEs included coursework that touched on autism, whereas others had 
no representation of ASD in their curricula. Some IHEs, due to professorial experience, 
had robust information regarding ASD and education incorporated into TPPs.  
The literature shows:  
1. NYS and federal laws require students with disabilities (SWD) to receive a 
free and appropriate education (FAPE) in the least restrictive environment 
(LRE).  
2. The prevalence of ASD is rising (Maenner et al., 2020).  
3. The number of students with ASD enrolled in public school is steadily rising 
(USDE, 2016). 
4. Teachers need a diverse toolbox of strategies and evidence-based practices 
(EBP) to effectively educate students with ASD (Ravet, 2017).  
5. Self-efficacy plays a role in the quality of education students receive and has 
long-lasting effects (Sosu et al., 2010). 
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6. The supply of special educators is often insufficient to meet the demand 
(Billingsley & Bettini, 2019; Feng & Sass, 2018), especially in rural areas 
(Johnson, 2015). 
7. Fewer high school graduates originating from geographically remote areas 
attend university (Sindelar et al., 2018).  
8. Most TPPs in NYS have experienced declining enrollment for at least a 
decade (Zimpher, 2016). 
9. There are no IHEs anywhere in NYS that offer a baccalaureate degree in 
Autism Education. 
Unfortunately, based on participant responses, we also know that the 10 Upstate 
NY IHEs surveyed have no plan to address the imminent gap in services for students with 
ASD. This may be taken as a representative sample of the future plans of similarly 
located IHEs. From the perspective of an individual operating outside higher education 
but from within the field of education, this lack of planning has staggering consequences 
for the profession and industry. 
Approximately 45,000 children with ASD attend public schools in New York 
State (NYSED, 2018). That equates to over 9% of all students who receive special 
education services in NYS. In 1996, that number was less than 3,500, accounting for 
0.9% of all special education students in NY. Despite the growing numbers of students 
with ASD in NYS schools, there is no evidence that IHEs in Upstate NY intend to change 
their teacher preparation programs, practices, or protocols regarding ASD education, 
because (a) there is little financial incentive to do so, and (b) the state regulations are 
complex. Such a plan—or lack thereof—ensures the teaching profession in Upstate NY 
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will continue to experience a shortage of highly qualified general and special education 
teachers prepared to educate students with ASD. It also means that SWD such as ASD 
are not receiving the education to which they are legally entitled. 
If students with ASD are not being taught by qualified educators, their 
educational program does not provide equivalence of educational outcomes. If students 
with ASD, or any learning disability, must struggle to receive the same level of education 
as their non-disabled peers, then those students are not achieving educational parity. 
When students with ASD are being denied the FAPE to which they are entitled, they are 
not experiencing educational equity. It then becomes a matter of social justice. Leading 
ethical organizational change in higher education is crucial to the future success of 
students with disabilities, including autism. 
This research study also attempted to determine what efforts are being made by 
Upstate NY teacher preparation programs to address the shortage of general and special 
education teachers in New York State that are prepared to educate students with autism 
spectrum disorder. Survey participants believed efforts to educate students with ASD 
were severely impacted by teacher shortages in NYS. Most respondents suggested, 
however, there was not a general shortage of teachers in NYS. Many of them refer back 
to published studies indicating teacher shortages in NYS, particularly Upstate, were 
regional in nature, and very much driven by local market forces.  
Participants indicated disconnection between supply and demand in both rural 
areas and urban locations. Respondents noted suburban school districts tended to see the 
fewest vacancies remaining in their teaching force at the end of the hiring season ending 
in late August or early September. The public IHEs included in this study independently 
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noted a lack of communication or collaboration between sister institutions in program 
development, curricular alignment, or joint market analyses. 
Information garnered from leaders at private IHEs painted a different picture. 
There were efforts to communicate between institutions that shared a similar 
specialization in study. This was particularly the case in the Finger Lakes region. The 
North Country, however, reported a different experience. Due to plummeting enrollment 
in certain geographic areas, one private IHE decided to eliminate its undergraduate 
teacher preparation program. Admittedly, there could be a number of factors involved in 
teacher shortages in Upstate NY.  
Executive participants indicated a shifting view of the teaching field in the last 
few decades. Several leaders spoke of a sense that teachers are less respected. In addition, 
the leaders mentioned difficulty in recruiting persons into the special education field, 
knowing it is a particularly difficult job. Also, many leaders mentioned the perception 
that newly graduated teachers face financial hardship due to low starting salaries while 
contending with the burden of high student loan debt. Several participants even noted an 
awareness that existing teachers were discouraging new students from enrolling in TPPs 
because of these issues. 
A review of the literature on teacher shortages indicated: 
1. Teacher shortages tend to be regional and content-specific (Aragon, 2016). 
2. There is a declining national interest in the teaching field (Kamenetz, 2014). 
3. Low pay contributes to teacher shortages (Garcia & Weiss, 2019b). 
4. Special education is reported as a shortage area in 80% of the United States 
(Carver-Thomas & Darling-Hammond, 2019). 
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5. Nationally, there was a period of low enrollment in teacher preparation 
programs (Sutcher et al., 2016). 
6. NYS experienced a 43% decline in TPP enrollment in the decade following 
the Great Recession (2007-2009) (Paretelow & Baumgardner, 2016). 
Each of the executive leaders offered a slightly different point of view on how to address 
the shortages. Nearly all of their answers, however, centered around having a theoretical 
Someone Else do a theoretical Something Else at the state level. Suggestions ranged from 
lobbying NYS to loosen regulations on how to construct undergraduate TPPs, to lobbying 
NYS to extend grant funding that was sunsetting or had ended, to lobbying NYS to 
permit IHEs and students some degree of autonomy in deciding which undergraduate, 
general education classes to take. 
The final question this research sought to answer was determining what obstacles 
or challenges that leaders in higher education believe exist in designing and 
implementing strategies to address the teacher shortage in Upstate NY. When asked what 
stood in the way of enhancing, enriching, or establishing a program of education at the 
undergraduate level, participants noted: (a) strict state guidelines for teacher preparation 
programs at the baccalaureate level, (b) institutional and professional constraint, (c) 
questions as to the preparedness of new teachers to grasp advanced instructional 
techniques, and (d) resistance by the cadre of instructors at IHEs to change. 
Several leaders stated state regulations were burdensome in creating or adjusting 
programs. A few noted the complexity involved in obtaining state approval for new 
programs. Additionally, several leaders felt adding another course to an undergraduate 
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curriculum would lead to fatigue from having too many courses that were “a mile wide, 
and an inch deep” (P07). 
Noting shortages in mathematics, science, and technology, some leaders said 
alternative pathways to certification could help alleviate teacher shortages. Individuals 
employed in private industry could use their experience to obtain certification through an 
individualized analysis by a certification officer. One leader believed alternative 
certification degraded the overall quality of teachers in New York State because those 
teachers had not been vetted or received formal instructional training. School districts 
have been left with unqualified or underqualified teachers, alternatively certified teachers 
without teaching experience, and even paraprofessionals leading classrooms due to 
special education teaching vacancies (Dee & Goldhaber, 2017; Futernick, 2007). 
Several leaders suggested adding a new course would delay graduation. Another 
participant noted 4+1 Pathways, where a student studies a content area as an 
undergraduate and then immediately embarks upon a master’s degree in special 
education, should become a model of all education programs. In doing so, they argue, 
every new teacher would leave college with dual certification and would be exposed to 
the strategies that would make them successful in the field, such as assignments to a 
classroom containing students with ASD. Resistance to establishing new programs was 
also noted from within the IHEs, on the pretext that a provost was unlikely to approve a 
new program without a complete market analysis and “a horde of individuals knocking 
on the door.”  Thus, the concept of sustainability entered the discussion.  
Based on the findings of the study, there are six external factors that directly 
affect the education of students with ASD in Upstate NY (Figure 5.1). Those elements 
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are (a) state laws, (b) state regulation of IHEs, (c) variability of college and university 
teacher preparation programs, (d) limits and constraints experienced by IHEs and LEAs, 
(e) a changing view of teaching, and (f) teacher shortages, particularly in special 
education. 
 
Figure 5.1. Six external factors that affect ASD education in Upstate New York. 
Limitations 
There are several weaknesses or problems that may have impacted the results of 
this phenomenological study. The limited number of respondents in the study may have 
painted an incomplete picture of the state of higher education in Upstate NY. 
Furthermore, limiting participants to only Upstate NY may have affected the findings of 
the study. The COVID-19 pandemic may have inhibited the number of respondents 
willing to participate in the study, as it fell squarely within the data collection phase of 




















Given these potential limitations, it may be advantageous to follow up with the 
research participants to see if their answers will have changed, evolved, or remained the 
same with the passage of some time in which to see change. Though the results would not 
be part of this study, following up with the original participants has the possibility of 
providing a fuller picture of the perspectives of those leaders in higher education. 
Participants could also identify other leaders who would be interested in participating in 
later studies on the topic. In addition, restricting participation in the study to IHEs with an 
enrollment over 750 likely limited the number of potential respondents and participants. 
This researcher has direct experience with evidence-based practices, applied 
behavioral analysis techniques, and years of direct observation of special and general 
educators interacting with students with ASD. The professional experience with students 
with ASD in both teaching and administrative roles may have affected innate biases 
regarding the topic. This study may be limited as a result of the unconscious bias 
possessed by the researcher. 
In an attempt to manage bias by expressly acknowledging its existence, journaling 
about the potential for bias, and the possibility such bias could unduly affect the research 
process was completed. Additional discussions about the potential for bias were 
undertaken with the dissertation committee members, several members of the cohort, and 
a professional acquaintance who holds a doctorate in psychology. The awareness of 
potentially biased thought processes aided in avoiding presuppositions and ensured a 






Each of the executives interviewed presented perspectives soundly anchored in a 
structural framework (Bolman & Deal, 2017). Based on their responses, it became 
evident that each leader believed their organization existed to achieve goals and 
objectives and devised strategies to reach those goals. Each of their organizations 
attempted to enhance institutional performance through specialization. As a result, each 
of their organizations effectively fits within its current circumstances.  
Unfortunately, public and private IHEs in Upstate NY are the victims of a 
political framework viewpoint, where important decisions involving the allocation of 
scarce resources are controlled by coalitions and interest groups within the managing 
structures. The IHEs experience constraints in the form of binding state regulations that 
hinder program development, limited interest in ASD education by faculty and students, 
and scarce financial support for the endeavors.  
Bolman and Deal (2017) warned that “when performance suffers from structural 
flaws, the remedy is problem solving and restructuring” (p. 48).  In only two cases were 
suggestions such as these made. One executive suggested IHEs create a multidisciplinary 
recruitment strategy that reached into secondary schools to encourage enrollment in 
education. Another executive suggested IHEs embark on a multi-institutional program 
that would allow students to complete various “specialized education modules” toward a 
cross-curricular degree program hosted by different IHEs. 
Based on these responses, Upstate NY IHEs may benefit from an infusion of a 
human resource-based framework which would shift their core assumptions (Bolman & 
Deal, 2017). The IHEs may be more responsive to changing their programs if their 
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organizations existed to serve human needs rather than the converse. The IHEs may 
benefit if they accepted the concept that organizations need new ideas and energy to 
succeed and endure. The revenue gained from increased enrollment would make the 
endeavor fiscally worthwhile, and the improved and inclusive atmosphere would likely 
drive that. 
Based on the findings of this study, there are a number of implications for further 
research. This study could be duplicated in other IHEs in Upstate NY. The study could be 
repeated amongst the local education agencies, where superintendents of schools, 
directors of special education directors, assistant superintendents of human 
resources/personnel, or building principals could be queried to determine if they, as 
consumers, believe new teacher graduates are prepared to educate students with autism. 
Additionally, the study could be adapted to garner the perspectives of practitioners in the 
field, including (a) current teachers (first year, <5 years of experience, >5 years of 
experience); (b) retired teachers; and (c) teachers who left the field (particularly that of 
special education) or transferred to other non-special education positions within the 
field/district. The teachers could be asked if they believed they were prepared to educate 
students with autism.  
These topics have merit (Creswell 2003) as the existing literature is sometimes 
difficult to find. It is particularly difficult to find literature on the effect of teacher 
shortages within the individual regions. It is also difficult to find literature on the 
perception of LEA leaders on teacher efficacy in the regions of Upstate NY encompassed 
by this study. Few of the academic searches performed were able to produce literature 
that was specific to Upstate NY. 
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The findings of this study could also be expanded by further research. Executive 
leaders in higher education may be able to provide perspectives on ways to lead program 
development and organizational change within their unique IHE environments. A study 
that contrasts organizational change and development in private and public IHEs in 
Upstate NY provides an understanding of how differing governance produces differing 
results in those areas. Topics could include development procedures as they stand, as well 
as procedures in a theoretical perfect world scenario. Means to address the concerns 
expressed about burdensome state regulations regarding program development may 
emerge. 
Upon reviewing the findings of the study, public policy development emerged as 
an area in which to make recommendations. This section will contend with policies at the 
state, IHE, and local LEA levels. A review of the findings leads to the following 
recommendations for changing policy at the state level. 
First, the NYSED can provide guidance or directives to public IHEs that 
standardize undergraduate educational programs and integrate modules or courses on 
ASD into all teacher preparation programs. In so doing, IHEs would no longer wonder 
how to spend the undergraduate credits. This approach would mimic the Common Core 
expectations adapted by public schools, in that each school is expected to do it. Further, 
that method allows students to expect the same basic level of education, regardless of the 
location a student attends school. 
Conversely, NYSED can make program or curriculum development mandates less 
burdensome. This would permit undergraduate programs more flexibility in curriculum 
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development. In those circumstances, students could be permitted greater choice on how 
they want to spend their undergraduate credits. 
These programs are not being attempted because IHEs face vast uncertainties in 
funding and regulation. The IHEs take great pains to avoid uncertainty. Uncertainty 
avoidance is the extent to which a society, an organization, or a group relies on 
established social norms, rituals, and procedures to avoid uncertainty (Northouse, 2016). 
Cultures, such as those in IHEs, try to minimize the possibility of uncertain situations by 
imposing strict behavioral codes, laws and rules, disapproval of deviant opinions, and a 
belief in absolute truth (Hofstede, 2011). The institutional obstacles to change discussed 
in Chapter 4 make uncertainty less likely. 
New York State Education Department could encourage multi-disciplinary and 
cross-institutional collaborations as an option. This would permit college students to 
complete specialized courses of interest that would prepare them for ASD, even if their 
home school did not offer a course they desired. This possibility is supported by the 
already existing SUNY Online Learning Network, which provides students the 
opportunity complete a degree entirely online, and to enroll in courses of interest at 
different SUNY schools. 
This option permits IHEs to create or offer a specialty program (such as a course 
on ASD) beyond its traditional geographic region and catchment. This model increases 
the programmatic reach and revenue for IHEs and improves the overall levels of 
preparedness amongst teachers. It also caters to the diverse needs of a more mobile 
workforce. Furthermore, it permits ambitious potential teacher candidates to enroll in a 
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preparation program where limiting personal factors may affect their attendance 
otherwise.  
Participants suggested the state could consider several approaches to certification 
in NY. A certification in autism education does not exist in New York. For example, 
teacher certificate titles do include Students with Disabilities, 7-12 Generalist, or 7-12 
English. In consideration of the rising prevalence of ASD and the additional training that 
is required to become proficient in the education of those students, the state could create a 
new certificate titled Students with Disabilities, 1-6 Autism, or 7-12 Autism. In doing so, 
the state informs IHEs that the need to produce such highly qualified individuals is, in 
fact, real, pertinent, and relevant. Additionally, creating that certification would 
encourage IHEs to create programs of study to support that pathway. 
Institutes of higher education have the greatest opportunity to fill in the gaps. 
IHEs should first consider forming partnerships with local schools in their geographic 
area. Doing so has a number of obvious benefits. First, IHEs would be provided access to 
schools that would permit greater communication about the value of choosing teaching as 
a field. Special education could be highlighted as a particular need. Students in secondary 
school could be notified that jobs are, in fact, available if they choose a field wisely. This, 
essentially, provides IHEs with an easy way to market themselves to a group of 
individuals who may already be interested and predisposed to their message, provided a 
much-needed boost in enrollment, and a means to steer potential teachers toward ASD 
education. 
Second, the partnership provides opportunities for student teaching and 
internships, as field placements are one aspect of improving the overall quality of TPPs 
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(Barnhill et al., 2010). Several study participants suggested preparation of preservice 
teachers could be improved by having direct, hands-on experience with students in a 
school setting. Spending more time student teaching produces higher quality and more 
proficient teachers and has a very high degree of impact on teacher practices (Dunst et 
al., 2019). Third, having a presence in a local school building may encourage 
paraprofessionals, such as teaching assistants, to engage in furthering their own education 
and entering the teaching field. Those individuals often have experience in classrooms 
with students with disabilities and would be a great boon to the school district. This 
serves to eliminate some teaching vacancies from within, a practice many school districts 
prefer. Participants also suggested creating a partnership with a local school district 
provides vacancy information to IHEs, helping them steer new graduates toward those 
open positions. 
In a parallel process, IHEs can approach local non-governmental agencies in 
exactly the same way, for exactly the same reasons. If IHEs partnered with the local 
department of labor, the alternative pathways to certification may be utilized to secure a 
very capable teacher in the form of an unemployed engineer, mathematician, or scientist. 
In forming partnerships with private agencies, IHEs create a network of supports, 
training, and professional development that was hitherto unavailable. 
This recommendation also relates to partnerships with private agencies such as 
marketing firms. Though market analyses are completed by some of the larger IHEs, 
there does not appear to be a central database of anticipated teacher shortage areas 
provided by local education agencies that colleges or universities may reference to help 
steer the supply of new enrollees into TPPs. 
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In Upstate NY, IHEs could commit to enhancing or creating coursework about 
ASD in all teacher preparation programs. “There are only two ways to influence human 
behavior: you can manipulate it, or you can inspire it” (Sinek, 2009, p.17). Experts 
suggest institutional change be approached in an incremental manner, allowing small 
groups to begin the work, then expand throughout the university if successful (Lozano, 
2006). Integration of ASD-specific coursework or information at the higher education 
level could be accomplished in any combination of four ways:  
1. Integrate the information into existing courses at the IHE as a new topic or 
module (Rusinko, 2010). 
2. Integrate the information with a broader, cross-disciplinary focus into core 
coursework across the IHE (Rusinko, 2010). 
3. Integrate the information with a narrower, more specific focus through the 
creation of new, stand-alone courses or structures (Rusinko, 2010). 
4. Integrate the information into a cross-disciplinary introductory or capstone 
course (Rusinko, 2010) 
Advantages for option 1 include the ease of implementation with little need for 
administrative support and minimal demand on resources (Rusinko, 2010). However, 
integration would be limited and would likely lack uniformity within the organization, as 
it would be instructor-driven information. Furthermore, this would only work if the 
faculty were motivated to make the change. Option 2 has the benefit of providing an 
independent and more standardized identity to the coursework. Drawbacks include a 
greater demand on resources and an increased need for administrative support. This 
approach could be used to distinguish the new coursework. Option 3 has the advantage of 
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being cross-disciplinary within existing courses, allowing a larger number of students to 
be exposed to the information. Unfortunately, it is often difficult to establish cross-
disciplinary administrative support and establish shared resources. This approach should 
be used only when a cross-disciplinary approach is a priority in the IHE. Option 4 
provides new courses with an independent identity across multiple disciplines in an IHE. 
Additionally, a larger number of students would be exposed to the concepts. This 
approach places the greatest demand and resources in administration and should be used 
only if the university establishes improving ASD education is a strategic goal. 
This raises the question of sustainability. For a program to last at an IHE, there 
needs to be a willing audience for the information, but also an interdisciplinary adoption 
of innovative practices in all its activities (Cotton & Winter, 2010). If education is a 
human right that can reduce inequality and encourage society to become more equitable 
and socially just (United Nations, 2012; United Nations Educational, Scientific, and 
Cultural Organization [UNESCO], 2008), then collaborations such as these become 
expectations rather than obstacles. It cannot be done haphazardly, as the growing 
competition for services at IHEs means long-term planning is essential for success (Leal 
et al., 2018).  
One recurring topic revealed in the findings is a perception that teachers in NYS 
do not make a fair wage, although data support an opposite conclusion. In each of the 
seven regions of Upstate NY, teachers are among the highest-paid industries. Information 
published by the New York State Office of the Comptroller (NYSOSC) and the NYS 
Department of Labor disprove the notion that teachers are underpaid in six of the seven 
Upstate regions. (Appendix N shows a salary chart by job description in NYS). The 2018 
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mean wage for all occupations in NYS was $65,610; the median salary of all jobs in NYS 
was $47,880;  the typical entry-level position for all jobs in NYS earned $28,390 
(NYSDOL, 2020). The mean salary for all persons working in the education field in NYS 
was $74,700; the entry-level position made $33,400; the median wage for all persons in 
this sector was $65,360 (NYSDOL, 2020). New York teachers have had the highest or 
second-highest median salary of all educators in the United States since 1969 (USDE, 
2020). Similar results were reported for Upstate NY. (Appendix O shows NYS Annual 
Mean wage of elementary, middle and high school teachers). 
In the Capital District, the 2018 average teacher salary was $52,200, with the 
average wage of all industries being $53,600 (NYSDOL, 2019a). In Central New York, 
the 2018 average teacher salary and the average salary of all industries were both $49,700 
(NYSDOL, 2019b). In the Finger Lakes, the 2018 average teacher salary and the average 
wage of all industries were $49,200 (NYSDOL, 2019c). In the Mohawk Valley, the 2018 
average teacher salary was $46,700, with the average wage all industries $42,500 
(NYSDOL, 2019d). In the North County region, the 2017 average teacher salary was 
$48,900, with the average wage of all industries being $43,600 (NYSDOL, 2019e). In the 
Southern Tier, the 2018 average teacher salary was $57,700, with the average wage of all 
industries being $49,200 (NYSDOL, 2019f). In Western New York, the 2018 average 
teacher salary was $50,900, with the average wage of all industries being $47,900 
(NYSDOL, 2019g). 
In four of the seven regions, median teacher salary was higher than the median 
salary of all occupations, two regions were exactly equal, and one region was lower 
(Table 5.1). A study that compared 2018-19 National Education Center statistics and the 
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U.S. Census Bureau’s American Community Survey found that NYS ranked first in the 
nation for total average teacher salary at $85,889, a rate 11.5% higher than the average 
earnings for all other full-time employment in the state (Stevens, 2020). Appendix P 
presents an alphabetical list of all school districts in Upstate NY, with their median, 5th 
percentile, and 95th percentile salaries. (See Appendix Q for a graphical plot of NYS 
teacher salaries by school district). 
Table 5.1  
Median Salaries in Upstate New York, by Occupation 
Upstate NY Region Regional Average Salary, 
All Occupations 
Regional Average Salary,  
All Teachers 
Capital District $53,600a $52,200 
Central New York $49,700 $49,700 
Finger Lakes $49,200 $49,200 
Mohawk Valley $42,500 $46,700 a 
Southern Tier $49,200 $57,700 a 
North Country $43,600 $48,900 a 
Western New York $47,900 $50,900 a 
Note: NYS Department of Labor Statistics (2020). a Bold results indicate a higher median wage. 
It must be acknowledged that a portion of educators in primary, secondary, and 
tertiary education do feel burdened by financial debt. Approximately 18% of teachers 
supplement their income with a second job, adding nearly $6,000 to their households 
(USDE, 2018). A Pew Research study claimed 16-18% of teachers work both summers 
and during the year to supplement their income and that the trend was closer to one-third 
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of new teachers (Schaeffer, 2019). One factor may be the 10-month employment 
schedule worked by most teachers, which encourages them to become multiple job 
holders (Beckhusen, 2019). The National Education Association claims a summer job 
accounts for 12% of teachers’ annual income (Walker, 2019). 
One way forward is straight out of the Five Practices of Exemplary Leadership 
(Kouzes & Posner, 2017): (a) model the way, (b) inspire a shared vision, (c) challenge the 
process, (d) enable others to act, and (e) encourage the heart. Institutes of higher 
education ought to be clear about their guiding principles and values (Kouzes & Posner, 
2017). By envisioning a new future and imagining noble possibilities, IHEs will be able 
to enlist others interested in sharing in the aspiration to transform. To improve, IHEs need 
to search outward for opportunities that will permit/encourage them become more 
innovative within the organization. To be successful, IHEs must foster collaboration, 
build trust, facilitate relationships, strengthen others, and develop not just competence, 
but self-determination. Finally, IHEs must celebrate small victories, and create a new 
community spirit.  
Summary of Study 
“A leader is someone with followers. Without followers, there can be no leader.” 
― Peter F. Drucker, 1996 
The prevalence of persons with ASD in the general population is rising (Jensen et 
al., 2014). As a result, there are more students with ASD enrolled in public schools than 
ever before (USDE, 2019). Because ASD is a very complex disorder, teaching those 
students is very difficult and intricate (Hull et al., 2017; Masey et al., 2017; Shyman, 
2012; Waligórska et al., 2019). Training teachers to educate students with ASD is crucial 
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to their long-term success (Able et al., 2014; Barnhill, 2011; Busby et al., 2012). When 
IHEs produce an adequate supply of qualified teachers, school districts can comply with 
the federal and state laws regarding the education of SWD. Efforts to ensure sufficient 
graduates exist are impacted by the limitations of initial teacher preparation program 
curricula (Cochran-Smith & Villegas, 2015; Johnson, 2015; Kunter et al., 2013; von 
Hippel & Bellows, 2018).  
A theoretical rationale functions as a blueprint and provides the rationale for 
conducting research (Grant & Osanloo, 2014). This study utilizes organizational 
development (OD) as that lens. Organizational development has been described as a 
deliberate, top-down effort that works with beliefs, viewpoints, and structures to increase 
organizational effectiveness (Beckhard, 1969; Bennis, 1969; Cummings & Worley, 
2014). Schroeder (2011) suggests organizational development plays an important role in 
leading institutional change as it helps to shift values, boundaries, and paradigms. 
Looking at the findings through this lens enables the open perspective necessary to carry 
out broad changes in teaching and learning at universities and colleges. 
Changing state, local, or university processes, procedures, and protocols will 
require active leadership. Effective leadership, in the form of dialogue rather than 
monologue, is required to create a shared vision within an organization (Dufour & 
Marzano, 2011). Research indicates that vision statements require three aspects to be 
successful and sustainable. The vision statement must be resilient, inclusive, and service-
oriented (Sinek, 2020). Visions for the future are subject to the same limitations. 
The research is both important and relevant due to the increasing number of 
students with ASD enrolled in public schools since 2004 (USDE, 2016). The resulting 
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parallel need for highly qualified general and special education teachers increasingly 
emerges as an area of interest. Background research indicates the supply of teachers 
skilled in educating students with disabilities (SWD) is decreasing (Iovannone et al., 
2003; Pion et al., 2003; Simpson, 2005; Boe et al., 2008; Washburn-Moses and Therrien, 
2008). Research indicated that it is unrealistic to expect general or special education 
teachers to obtain the skills and experiences necessary to effectively teach students with 
ASD due to the lack of specialty-focused preservice teacher preparation programs 
(Simpson, 2004). 
To examine this further, a review of the existing literature was undertaken. The 
literature suggests that the national teacher shortage is not monolithic but varies by state 
and is the result of (a) a changing view of teaching (Berry & Shields, 2017); (b) declining 
interest in the teaching profession (Kamenetz, 2014), (c) an erroneous perception that 
teachers receive relatively low pay (Deruy, 2016; Garcia & Weiss, 2019b; Paretelow & 
Baumgardner, 2016); (d) low enrollment in teacher preparation programs after the Great 
Recession of 2007-2009 (Sutcher et al., 2016), and; (e) difficulty in retaining special 
education teachers (Carver-Thomas & Darling-Hammond, 2019). 
A review of literature also indicated also there were larger economic trends 
affecting teacher shortages since the Great Recession (Berry & Shields, 2017). As a 
result, finding certified teachers has not always been possible for some districts, which 
creates challenges to the fulfillment of state and federal educational mandates (Davidson 
et al., 2013; Freedman, 2020; Mason-Williams et al., 2020). Although enrollments in 
TPPs are currently increasing, the supply of undergraduates entering the teaching field is 
still less than the demand (Berry & Shields, 2017)  Consequently, efforts to address the 
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shortages must be multifaceted because shortages vary by regional and by type of 
certification. 
A literature review indicated the supply of special educators in NYS, especially in 
rural areas, continued to be insufficient to meet the demand (Feng & Sass, 2018; Sutton 
et al., 2014). The regional nature of the shortage is partly due to the fact that fewer rural 
high schools’ graduates attend tertiary education (Koricich et al., 2018), which was found 
to limit access to postsecondary education (Sindelar et al., 2018). 
A review of the literature was also undertaken to determine the definition and 
prevalence of autism, as well as the number of students with autism in NY schools. 
Autism spectrum disorder (ASD) is a developmental disability that can cause significant 
social, communication, and behavioral challenges (Maenner et al., 2020). The literature 
indicates an upward trend in the national prevalence of ASD and is estimated to be 1 in 
54 persons. Correspondingly, research indicates that about 45,000 students with ASD 
attend public schools in NYS. 
Questions were raised by some researchers as to the accuracy of those estimates, 
as about 3% of persons diagnosed with ASD lose that diagnosis rates (Blumberg et al., 
2016). Additionally, there are a number of comorbid conditions that may mask the 
symptoms of ASD. Other researchers contend that the number of persons with ASD is 
not actually increasing, but that we are just better, as a society, in detecting and 
diagnosing it than ever before (Graf et al., 2017). 
A review of literature was undertaken to determine how educators become 
certified to teach in NYS. The NYSED (2018) tells us that completion of an accredited 
teacher preparation college program is the most common means of attaining a teaching 
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credential in the state. Completing such a program of study is expected to increase the 
likelihood a new graduate will be exposed to autism-specific education techniques and 
strategies.  
The literature revealed notable discrepancies in autism teacher preparation 
programs in multiple states, where 41% of respondents indicated no ASD-specific 
coursework had been taught at all during the TPP (Barnhill et al., 2011). Of those states 
and IHEs that do offer coursework, field experience, or practicum with ASD students, 
teacher certification was available with as little as 3 hours of ASD-specific training. As of 
January 2021, there are zero institutes of higher education (IHE) in NYS that offer a 
baccalaureate-level teacher preparation program specializing in the education of students 
with ASD. Only one university in New York State (Pace University) was shown to offer 
certification specific to autism spectrum disorder at the master’s degree level. 
A number of best practices for ASD education were discovered in the literature. 
Morrier et al. (2011) identified 40 strategies and evidence-based practices (EBP) for 
teaching students with ASD that include (a) interpersonal relationship strategies, (b) skill-
based strategies, (c) cognitive strategies, and (d) physiological, biological, and 
neurological strategies. 
Unfortunately, fewer than 15% of the teacher surveyed by Hendricks (2011) had 
university-based training on instructing students with ASD. The study also found that 
special education teachers were not satisfactorily implementing evidence-based strategies 
for students with ASD, even when trained. Training an open mindset into potential 
teaching staff was found to be a crucial factor in preparing teachers to serve students of 
all ability levels (Sosu et al., 2010). 
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The setting for this study was Upstate New York, including the seven economic 
regions identified as: (a) Capital District, (b) Central New York, (c) Finger Lakes, (d) 
Mohawk Valley, (e) North Country, (f) Southern Tier, and (g) Western New York (NYS 
OSC, 2020). Upstate New York was chosen as the location of study due to the relatively 
lower proximity of students to IHEs compared to Downstate (USDOL, 2010) (Appendix 
R). All IHEs in the three Downstate regions of New York, including the Mid-Hudson, 
New York City, and Long Island regions (NYS OSC, 2020), were excluded from this 
study due to the relatively high proximity of students to IHEs (USDOL, 2010). 
Preferred respondents or participants were senior/executive-level personnel at 
schools or departments of education serving as chancellors, vice presidents, deans, chairs, 
or other unspecified titles having the capacity to develop and implement programmatic 
change at the college or university. Targeted IHEs had campus-wide enrollments over 
750 students. Participants were selected who had served in their respective roles for at 
least 2 years in their role to ensure the individual had settled into their new role and was 
aware of the many factors involved in administering their authority (Bauer & Erdogan, 
2011). In this study, a participant group of 10 was used. Brinkmann and Kvale (2015) 
suggest small sample sizes allow for insightful analysis to be developed. 
Following approval by the IRB, 110 eligible participants at 38 different IHEs 
were contacted via email or telephone to establish their interest in participating in the 
research study. An interview protocol for presenting and recording interview questions 
was developed. Empirical data were collected through five semi-structured interview 
questions during a 30-minute virtual Zoom meeting or telephone call in November 2020. 
All interview questions and answers were digitally recorded, then transcribed by Rev.  
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Immediately after the interview, in vivo coding was used to emphasize the 
participant’s spoken words (Manning, 2017). Immediately following the interview, 
addendums were added to the pre-interview journals to capture any important 
information that audio recordings may not capture, such as emphatic hand gestures or 
facial expressions (Brinkmann & Kvale, 2015). Transcripts were thoroughly read and 
reread, allowing deep engagement with the data (Marshall & Rossman, 2016). This also 
allowed for themes and emerging trends to be observed (Brinkmann & Kvale, 2015). 
Data were initially coded, then expanded upon as needed according to the process 
advised by Creswell (2013) and Saldaña (2016). 
In practice, the coding process correlated with and paralleled Bloom’s Taxonomy 
of Critical Thinking (Bloom, 1956). Bloom’s taxonomy is a hierarchical scaffold, a 
conceptual framework of metacognitive sophistication for discussing the dimensions of 
effective learning (Athanassiou, McNett, & Harvey, 2003). This researcher reduced the 
broad, initial codes through analysis of the data. In reorganizing the codes into new or 
different categories, synthesis was performed. When meaning was distilled from the data 
and new codes were created, creation occurred. Coincidental to the last two steps was 
evaluation, a process that compelled the researcher to decide which categories should be 
combined, eliminated, or reconfigured. This process ensured the findings of the study 
would be presented in a logical and repeatable manner. 
Findings from this study (Figure 5.2) bolster and corroborate existing literature 
that explains teacher shortages are regional in nature, and specific to certain teacher 
certifications, such as STEM, math, and special education. Further, teacher shortages in 
NYS were subject to supply and demand market forces that were also regional. The 
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findings suggest teacher shortages may be fueled in NYS due to a perception by 
practitioners and communities that the profession is now more difficult, less respected, 
not lucrative, and graduates would be burdened by looming financial debt.  
The overall findings from the study also fill in gaps in existing literature related to 
leadership perspectives in NYS higher education. The findings conclusively revealed that 
the leaders interviewed believed a baccalaureate-level program in ASD education was not 
needed, identifying it as a hyperspecialized, niche program. Findings from the study also 
suggested a dedicated ASD Education curriculum was unlikely to be created due to 
burdensome state regulations, the constraints of institutional bureaucracy, and 
professional resistance from within the IHE.  
Figure 5.2. Leadership perspectives on teacher shortages in Upstate NY. 
The findings disclosed a perception amongst participants that the majority of 
general education teachers and some of the special education teachers currently in the 
preparation pipeline will graduate unprepared to educate students with ASD. The findings 
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education. Additionally, we now know that a segment of the IHE leadership in Upstate 
NY supports changing the current models of teacher preparation. 
The findings provided some suggestions to address the administrative and 
collegiate status quo, including (a) changing state funding models for program 
development; (b) adapting teacher preparation programs to include more information and 
training relative to ASD; (c) changing IHE recruit processes for teacher candidates; (d) 
training and preparing teachers in more inclusive, innovative, and intentional ways; (e) 
creating multidisciplinary and cross-institutional (online) programs; and (f) increasing 
teacher pay statewide while reducing the financial burden of new graduates. 
Conclusion 
In conclusion, the leaders in higher education included in this study expressed a 
belief that teacher shortages in New York State were the result of mismatched supply and 
demand, were regional in nature, were influenced by an emergent negative view of 
teaching, resulted from an erroneous belief that teachers did not make enough money, 
and was specific to certain certifications, such as special education and STEM education. 
Though no specific undergraduate ASD education programs were reported to exist, the 
study participants agreed that enhancing teacher education programs with more 
information about ASD would benefit those students. The respondents concluded a 
specialized program in autism education would be too narrowly focused on the 
baccalaureate level and suggested such a program at the master’s level would better serve 
practitioners with classroom teaching experience that included students with ASD. 
Participants also noted a number of obstacles that stand in the way of new program 
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development, including burdensome state regulations, unfunded state mandates, 
resistance from IHE faculty, and lack of public and private funding or revenue.  
As noted in the recommendations, it became clear that there are many 
opportunities for higher education to partner with local and state governments, as well as 
schools, to improve the educational outcomes for students with ASD. Creating such 
connections has the potential to (a) improve communication between IHEs and schools; 
(b) create connections that can improve enrollment in teacher education programs by 
secondary students and paraprofessionals; (c) grow opportunities for IHE student teachers 
to find internship placements; (d) enhance the flow of information on district vacancies, 
which could help steer enrollment at the IHE, and; (e) provide opportunities for 
preservice teachers to practice the many evidence-based practices that enhance the 
educational prospects of students with autism spectrum disorder. 
Perhaps the most salient recommendation to derive from the findings is the 
necessity of public and private agencies, organizations, and advocacy groups to create a 
partnership with which to affect change. Other than public education, the healthcare 
industry has the most to offer and gain in this endeavor. Families with members with 
ASD are often under medical supervision and care for myriad physical and mental 
conditions that directly impact the quality of life. If teachers need to know the 
propensities, behaviors, and persons with ASD, so, too, do doctors, nurses, and healthcare 
staff; they see the same conduct and comportment and must contend with it. 
Law enforcement agencies must also be trained and made aware. In 2016, police 
in Florida shot an unarmed caregiver of an autistic adult who was trying to prevent them 
from shooting the man in his care who was having a behavioral meltdown in public 
 
151 
(Fieldstadt, 2019). In 2019, police in Minnesota shot and killed a 21-year-old man with 
autism who was having a meltdown (Ericson, 2019). In 2020, police in Salt Lake City 
shot a 13-year-old boy with autism having a meltdown (Treisman, 2020). 
The city of Rochester, NY, can speak to the tragic consequences of lacking this 
knowledge and skill. In 2018, a 14-year-old boy with autism disappeared after school and 
later drowned while unsupervised. Three teachers in the city school district had marked 
the child present after he had disappeared. The incorrect attendance prevented the child’s 
mother from receiving an automated attendance phone call and making her aware of her 
son’s status. Six 911 call center employees were suspended for improperly dispatching 
officers and failure to follow protocol. The mayor said, “adult failures lead to a child’s 
death” (Friele & Lahman, 2018, p. 4). These examples are appalling and deplorable. 
To change policy, education, healthcare, advocacy groups, and law enforcement 
must partner with the state of New York. Primary, secondary and tertiary education must 
work to create a coherent means of recruiting, preparing, retaining, and training educators 
for students with autism. To equitably treat their patients and clients, hospitals, 
psychologists and psychiatrists, nurses and doctors, and day-treatment centers must 
receive the same kind of targeted training and preparation for persons with autism. To 
prevent further tragedies, first responders such as dispatchers, police officers, firefighters, 
and emergency medical technicians (EMT) must be trained to know the difference 
between a behavioral meltdown (communication in the absence of language skills) and 
aggression.  
To help all this happen, the State of New York must give this crisis more than 
investigative commissions. The state must ensure all law enforcement agencies and 
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personnel are trained to know how to interact with persons with disabilities. Hospitals 
and healthcare professionals must be encouraged to receive the same kind of training. 
New York State and the NYSED must encourage colleges and universities to collaborate 
across both disciplinary and physical boundaries and allow institutes of higher education 
the freedom to create new curricula, enrich or enhance existing coursework, or establish 
brand-new programs of study. Beginning now, NYSED and NYS must modernize their 
certification processes to include teaching certifications that reflect the reality on the 
ground: New York needs more teachers who can educate students with disabilities, 
particularly ASD. University leaders, college professors, superintendents of schools, 
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Definition of Autism Spectrum Disorder 
American Psychiatric Association Diagnostic and Statistical Manual of Mental Disorders. 5th ed. 
 
Autism Spectrum Disorder 299.00 (F84.0) 
Diagnostic Criteria 
A. Persistent deficits in social communication and social interaction across multiple contexts, as 
manifested by the following, currently or by history (examples are illustrative, not exhaustive, see 
text): 
1. Deficits in social-emotional reciprocity, ranging, for example, from abnormal social 
approach and failure of normal back-and-forth conversation; to reduced sharing of 
interests, emotions, or affect; to failure to initiate or respond to social interactions. 
2. Deficits in nonverbal communicative behaviors used for social interaction, ranging, for 
example, from poorly integrated verbal and nonverbal communication; to 
abnormalities in eye contact and body language or deficits in understanding and use of 
gestures; to a total lack of facial expressions and nonverbal communication. 
3. Deficits in developing, maintaining, and understanding relationships, ranging, for 
example, from difficulties adjusting behavior to suit various social contexts; to 
difficulties in sharing imaginative play or in making friends; to absence of interest in 
peers. 
Specify current severity: 
Severity is based on social communication impairments and restricted repetitive patterns of 
behavior (see Table 2). 
B. Restricted, repetitive patterns of behavior, interests, or activities, as manifested by at least two of 
the following, currently or by history (examples are illustrative, not exhaustive; see text): 
1. Stereotyped or repetitive motor movements, use of objects, or speech (e.g., simple 
motor stereotypies, lining up toys or flipping objects, echolalia, idiosyncratic phrases). 
2. Insistence on sameness, inflexible adherence to routines, or ritualized patterns or 
verbal nonverbal behavior (e.g., extreme distress at small changes, difficulties with 
transitions, rigid thinking patterns, greeting rituals, need to take same route or eat food 
every day). 
3. Highly restricted, fixated interests that are abnormal in intensity or focus (e.g., strong 
attachment to or preoccupation with unusual objects, excessively circumscribed or 
perseverative interest). 
4. Hyper- or hyporeactivity to sensory input or unusual interests in sensory aspects of the 
environment (e.g., apparent indifference to pain/temperature, adverse response to 
specific sounds or textures, excessive smelling or touching of objects, visual 
fascination with lights or movement). 
Specify current severity: 
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Severity is based on social communication impairments and restricted, repetitive patterns of 
behavior (see Table 2). 
C. Symptoms must be present in the early developmental period (but may not become fully manifest 
until social demands exceed limited capacities or may be masked by learned strategies in later 
life). 
D. Symptoms cause clinically significant impairment in social, occupational, or other important 
areas of current functioning. 
E. These disturbances are not better explained by intellectual disability (intellectual developmental 
disorder) or global developmental delay. Intellectual disability and autism spectrum disorder 
frequently co-occur; to make comorbid diagnoses of autism spectrum disorder and intellectual 
disability, social communication should be below that expected for general developmental level. 
 
Note: Individuals with a well-established DSM-IV diagnosis of autistic disorder, Asperger’s disorder, or 
pervasive developmental disorder not otherwise specified should be given the diagnosis of autism 
spectrum disorder. Individuals who have marked deficits in social communication, but whose symptoms 




With or without accompanying intellectual impairment 
With or without accompanying language impairment 
Associated with a known medical or genetic condition or environmental factor 
(Coding note: Use additional code to identify the associated medical or genetic condition.) 
Associated with another neurodevelopmental, mental, or behavioral disorder 
(Coding note: Use additional code[s] to identify the associated neurodevelopmental, mental, or 
behavioral disorder[s].) 
With catatonia (refer to the criteria for catatonia associated with another mental disorder, pp. 119-
120, for definition) (Coding note: Use additional code 293.89 [F06.1] catatonia associated with 





Severity levels for autism spectrum disorder 
Severity level Social communication Restricted, repetitive behaviors 
Level 3 
"Requiring very substantial 
support” 
Severe deficits in verbal and 
nonverbal social communication 
skills cause severe impairments in 
functioning, very limited initiation of 
social interactions, and minimal 
response to social overtures from 
others. For example, a person with 
few words of intelligible speech who 
rarely initiates interaction and, when 
he or she does, makes unusual 
approaches to meet needs only and 
responds to only very direct social 
approaches 
Inflexibility of behavior, extreme 
difficulty coping with change, or other 
restricted/repetitive behaviors 
markedly interfere with functioning in 
all spheres. Great distress/difficulty 




Marked deficits in verbal and 
nonverbal social communication 
skills; social impairments apparent 
even with supports in place; limited 
initiation of social interactions; and 
reduced or abnormal responses to 
social overtures from others. For 
example, a person who speaks simple 
sentences, whose interaction is 
limited to narrow special interests, 
and how has markedly odd nonverbal 
communication. 
Inflexibility of behavior, difficulty 
coping with change, or other 
restricted/repetitive behaviors appear 
frequently enough to be obvious to the 
casual observer and interfere with 
functioning in a variety of contexts. 
Distress and/or difficulty changing 
focus or action. 
Level 1 
"Requiring support” 
Without supports in place, deficits in 
social communication cause 
noticeable impairments. Difficulty 
initiating social interactions, and clear 
examples of atypical or unsuccessful 
response to social overtures of others. 
May appear to have decreased interest 
in social interactions. For example, a 
person who is able to speak in full 
sentences and engages in 
communication but whose to-and-fro 
conversation with others fails, and 
whose attempts to make friends are 
odd and typically unsuccessful. 
Inflexibility of behavior causes 
significant interference with 
functioning in one or more contexts. 
Difficulty switching between 
activities. Problems of organization 







Evidence-based practices identified by Wong et al. (2014), Hsiao and Sorensen Petersen 
(2018), The National Clearinghouse on Autism Evidence and Practice (NCAEP, 2020) 
and National Standards Project (NSP, 2015) as effective interventions for educating 
students with autism spectrum disorder (ASD) 
 
1. Antecedent-Based Intervention  
2. Augmentative & Alternative 
Communication 
3. Behavior Momentum Intervention 
4. Cognitive Behavioral Instructional 
Strategies  
5. Differential Reinforcement of 
Alternative 
6. Differential Reinforcement of 
Incompatible 
7. Differential Reinforcement of Other 
8. Direct Instruction 
9. Discrete Trial Training 
10. Exercise & Movement 
11. Extinction  
12. Functional Behavior Assessment 
13. Functional Communication 
Training 
14. Functional Communication 
Training 
15. Joint Attention Intervention 
16. Modeling (Live Modeling)  
17. Music-Mediated Interventions 
18. Naturalistic Teaching 
Strategies/Interventions 
19. Parent-Implemented Interventions 
20. Peer-Based Instruction & 
Intervention 
21. Peer-Mediated Interventions/Peer 
Training 
22. Picture Exchange Communication 
System (PECS) 
23. Pivotal Response 
Training/Treatment 
24. Prompting 
25. Reinforcement (R+)  
26. Response Interruption & 
Redirection 
27. Self-Management 
28. Sensory Integration 
29. Social Narratives 
30. Social Skills Training 
31. Task Analysis 
32. Technology-Aided Instruction and 
Intervention 
33. Time Delay 
34. Video Modeling 
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A GLOSSARY OF TEACHER SHORTAGE TERMINOLOGY 
Behrstock-Sherrat’s Glossary of Teacher Shortage Terminology 
Teacher shortage A situation where the teacher supply falls short of teacher demand 
Teacher supply The number of individuals willing and able to teach at prevailing 
wages and conditions 
New teacher supply The number of individuals willing and able to teach at prevailing 
wages and conditions who are newly certified each year 
Teacher demand The number of teachers that districts wish to employ at prevailing 
wages and conditions  
Teacher attrition The number or percentage of teachers who leave the profession in 
a given year (i.e., who exit from the teacher supply) 
Teacher mobility The number or percentage of teachers who leave a school or 
district to teach in another school or district 
Teacher turnover The rate at which teachers are replaced (due to teacher attrition or 
teacher mobility) 
Reserve pool The number of certified teachers not currently employed as 
teachers 
Re-entrants Members of the reserve pool who regain their interest or ability to 
















Public and Private Institutes of Higher Education (IHE) in New York State  
Offering Any Degree in Autism 
 
 
Public and Private Institutes of Higher Education (IHE) in New York State Offering Any 
Degree in Autism 









✓  PVT 
CUNY Brooklyn College 
 
✓  PUB 
Daemen College 
 
✓  PVT 
LIU Brooklyn Minor 
 
 PVT 
LIU Hudson at Westchester 
 
✓  PVT 
LIU Post Minor ✓  PVT 
Sage Colleges 
 
✓  PVT 
St. Thomas Aquinas College 
 
✓  PVT 
Teachers College, Columbia 
University 
 
✓ ✓ PVT 
Touro College 
 
✓  PVT 








PRIVATE IHEs 0* 8 1  
 0.00% 3.40% 0.40%  
     
PUBIC IHEs 0 1 0  
 0.00% 0.04% 0.00%     
 
 
GRAND TOTALS 0* 9 1  
 0.00% 3.8% 0.40%  
Note. ✓ = Program is present. * = 2 Undergraduate minors in autism.  












College / University 
Address 1 
City, State Zip Code 
 
Dear Name:  
I am writing to ask your assistance with a study of leadership perspectives on the 
establishment of baccalaureate-level teacher preparation programs specializing in Autism 
education. The purpose of the survey is to document the challenges and constraints 
colleges and universities face in preparing new teachers to educate students with autism 
spectrum disorders. The information from the survey will be used to identify innovative 
practices, recommend training, and support, and identify changes that could improve 
teacher preparation programs. 
If you agree, we will meet via video teleconference for one session of 
approximately 30-45 minutes. Your answers to the interview questions will be kept 
completely confidential and will be released only as summary information in the final 
report. No individual district data will be included in the report or shared with 
organizations outside St. John Fisher College. 
If you have any questions or comments about this study, please contact me by 
phone or email. While participating in the study is voluntary, returning a completed 
consent form is critical to the success of the study. I know how valuable your time is, so I 




Mr. Shannon L. Babbie 
Doctoral Candidate 






Participant Recruitment Telephone Call Protocol 
 
1. Three days after emails or letters are mailed to intended participants, a follow-up 
phone call to them will be held to schedule an interview appointment 
2. The researcher will explain the interviews process 
3. A consent form will be emailed to the participant, which must be signed and 
returned to the researcher, indicating consent and willingness to participate in the 
proposed study 
4. Researcher will ask participants if any clarification needed 






St. John Fisher College Institutional Review Board 
 
Statement of Informed Consent for Adult Participants 
Executive Leadership Perspectives Regarding Teacher Licentiate in Autism Education 
SUMMARY OF KEY INFORMATION: 
 
• You are being asked to be in a research study of the perspectives of executive 
departmental leaders in collegiate and university schools of education 
pertaining their views on the training of new teachers to educate students with 
autism spectrum disorders (ASD). As with all research studies, participation is 
voluntary.  
• The purpose of this study is to examine the leadership perspectives of 
executive decision-makers in departments of education on the 
establishment of teacher preparation programs or coursework that 
ensure preservice graduates are adequately prepared to educate 
students with autism spectrum disorders (ASD). The study will examine 
education leaders’ views on the ability of current teacher programs to 
prepare all department graduates for the rising number of students with 
ASD enrolled in public schools. The study will examine what, if any, 
impediments to providing more preparation for preservice teachers may 
exist, and what efforts can be made by the department or IHE to alleviate 
those obstructions. 
• Approximately 10 people will take part in this study. The results will be used 
for the completion of a doctoral thesis. 
• If you agree to take part in this study, you will be involved in this study for One 
interview lasting no more than 60 minutes. 
• Interviews will occur remotely via Skype, FaceTime, Google Meet, or Zoom. 
Participation in this study will require participants to consent to being audio or 
video recorded. 
• We believe this study has no more than minimal risk, as participants will 
participate in one interview of approximately 1 hour.  
• At the completion of the dissertation, you will be afforded an unabridged copy 
upon request. Although you may not directly benefit from this research, we 
hope that your participation in the study may influence the many potential 





DETAILED STUDY INFORMATION: 
You are being asked to be in a research study of the perspectives of executive departmental 
leaders in collegiate and university schools of education pertaining their views on the training of 
new teachers to educate students with autism spectrum disorders (ASD). This study is being 
conducted at via teleconference using Skype, Google Meet, Zoom or FaceTime. This study is 
being conducted by: doctoral student Mr. Shannon L. Babbie, supervised by his faculty research 
mentor, Dr. C. Michael Robinson, in the Doctorate in Executive Leadership Program at St. John 
Fisher College. 
You were selected as a possible participant because you are an executive leader in a school of 
education at an institute of higher education serving at least 1,000 students. Further, you have at 
least 2 years experience in your current role.  Please read this consent form and ask any questions 
you have before agreeing to be in the study. 
PROCEDURES: 
 
If you agree to be in this study, you will be asked to do the following:  
• Meet for approximately 30-45 minutes to respond to questions provided by the 
researcher while being electronically recorded 





You will not receive compensation/incentive.  At the completion of the study, you will be 
provided an electronic copy upon release by SJFC Dissertations. 
 
CONFIDENTIALITY: 
The records of this study will be kept private and your confidentiality will be protected. 
In any sort of report the researcher(s) might publish, no identifying information will be 
included. 
 
Identifiable research records will be stored securely and only the researcher(s) will have access to 
the records. All data will be kept on a password-protected laptop t by the investigator(s). All 
study records with identifiable information, including approved IRB documents, tapes, 
transcripts, and consent forms, will be destroyed by shredding and/or deleting after 3 years.  
 
The data collected in this study as well as the results of the research can be used for scientific 
purposes and may be published (in ways that will not reveal who I am). An anonymized version 
of the data from this study may be made publicly accessible, for example via the Open Science 
Framework (osf.io), without obtaining additional written consent. The anonymized data can be 
used for re-analysis but also for additional analyses, by the same or other researchers. The 
purpose and scope of this secondary use is not foreseeable. Any personal information that could 
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directly identify an individual will be removed before data and results are made public. Personal 
information will be protected closely so no one will be able to connect individual responses and 
any other information that identifies an individual. All personally identifying information 
collected about an individual will be stored separately from all other data. 
 
VOLUNTARY NATURE OF THE STUDY: 
Participation in this study is voluntary and requires your informed consent. Your decision 
whether or not to participate will not affect your current or future relations with St. John Fisher 
College. If you decide to participate, you are free to skip any question that is asked. You may also 
withdraw from this study at any time without penalty. 
 
CONTACTS, REFERRALS AND QUESTIONS: 
The researcher  conducting this study: is Mr. Shannon L. Babbie. If you have questions, you are 
encouraged to contact the researcher by telephoning (315) 925-7931 or emailing him at 
slb02609@sjfc.edu. 
 
The Institutional Review Board of St. John Fisher College has reviewed this project. For any 
concerns regarding this study/or if you feel that your rights as a participant (or the rights of 
another participant) have been violated or caused you undue distress (physical or emotional 
distress), please contact the SJFC IRB administrator by phone during normal business hours at 
(585) 385-8012 or  irb@sjfc.edu.  
 
STATEMENT OF CONSENT: 
 
I am 18 years of age or older. I have read and understood the above information. I 
consent to voluntarily participate in the study.  
 
Signature:________________________________________ Date: _________________ 
 
Signature of Investigator:___________________________  Date: __________________ 
 
I agree to be audio recorded/ transcribed  ____ Yes ____No If no, I 
understand that the researcher will [explain alternative to audio recording, if any. If no 
alternative, state this clearly].  
 
I agree to be videorecorded/ transcribed ____Yes ____No If I do not 
wish to be videotaped, I will inform the researcher, who will instead [explain alternative 
to videorecording, if any. If no alternative, state this clearly].  
 
Signature:_________________________________________ Date: _________________ 
 














Study Title: Executive Leadership Perspectives Regarding Teacher Licentiate in  
Autism Education 
 
Date of Interview: _________________  
Time of Interview: _________________  
Location of Interview: _______________________  
Interviewee: _______________________________ 
 
Review purpose of the study: The purpose of this study is to gain insight into the 
leadership perspectives of leaders of schools of education on the establishment of initial 
teacher preparation programs specializing in educating students with autism spectrum 
disorders. The results of the study will be used to inform the existing literature of the 
strategies institutes of higher education can implement in order to create and lead social 
just and equitable teacher preparation programs. 
 
Review participant rights: Participation in this study is voluntary. You can withdraw 
your participation in the study at any point by simply informing the researcher that you 




Opening Statement: “Hello. Please introduce yourself and explain your current role or 
position and responsibilities.” 
 
Questions:  
1. As you know, my research involves teacher preparation programs. Please explain 
your perspective on the often-cited shortage of general and special education 
teachers in New York State, and what are the reasons. 
2. How do you think the shortage might affect efforts to educate students with 
autism spectrum disorders? 
3. What efforts are you aware of that are being made to address the shortage of those 
teachers, or what efforts do you think should be made to address the shortage? 
4. From your perspective, what efforts are being made to expanding or creating 
baccalaureate-level teacher preparation programs here in New York State that 
would prepare preservice teachers to educate students with Autism? 
5. What do you think is the best way to go about addressing those obstacles? 
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6. What specific strategies do you think could be implemented to mitigate those 
obstacles? 
 
Alignment to the Research Questions: 
1. From the perspective of deans of education, what are the reasons there is a 
shortage of general and special education teachers prepared to educate students 
with autism spectrum disorders in New York State?  Questions 1 and 2. 
2. From the perspective of deans of education, what efforts are being made to 
address the shortage of general and special education teachers in New York State 
that are prepared to educate students with autism spectrum disorders?  Question 3. 
3. From the perspective of deans of education, what efforts exist to enhance, enrich, 
or create teacher preparation programs that prepare preservice teachers to educate 
students with autism spectrum disorders?  Question 4. 
4. From the perspective of deans of education, are there any obstacles or challenges 
to your efforts in creating or enriching existing preservice teacher preparation 
programs?  Questions 5 and 6. 
 
Please be advised that during the course of the interview subsequent questions may be 
asked as a follow-up to an answer, to clarify, or to probe deeper. You do not have to 
answer any question you are opposed too.  
 
Close interview: Thank you for agreeing to participate in this study.  
 
Follow-up call/email: The recording of this interview will be professionally transcribed. 
Once the transcription is ready, I can share with you a copy and encourage you to review 
to ensure accuracy and intent. I encourage you to let me know if there are areas you 
would like to clarify. We can do so over email or set up a call. If I do not hear from you, I 
will assume that you approve the transcript, and your answers represent your intent.  
 
Next steps: Data will be collected and analyzed July of 2020. The study will be finalized 
in August 2020, and once approved, an electronic copy of the dissertation will be sent to 









Dear Dr. Surname(s), 
 
Thank you for taking the time to read this inquiry. As a doctoral student at St. John Fisher 
College in Rochester, NY, I am studying leadership perspectives on initial teacher 
preparation programs. In general, my interest lies in preparing baccalaureate-level 
educators with initial certification to teach students with autism spectrum disorder (ASD) 
in New York State.  
 
If you are willing to answer a few very brief questions via interview, respond to this 
email affirmatively. 
 
If you agree to an interview, I will ask about your perspectives as a leader in the 
department of education. 
1. Please explain your perspective on the often-cited shortage of general and special 
education teachers in New York State, and what are the reasons. 
2. How do you think the shortage might affect efforts to educate students with 
autism spectrum disorders? 
3. What efforts are you aware of that are being made to address the shortage of those 
teachers, or what efforts do you think should be made to address the shortage? 
4. From your perspective, what efforts are being made to expanding or creating 
baccalaureate-level teacher preparation programs here in New York State that 
would prepare preservice teachers to educate students with Autism? 
5. What do you think is the best way to go about addressing those obstacles? 
6. What specific strategies do you think could be implemented to mitigate those 
obstacles? 
 
With deep appreciation, 
 
Mr. Shannon L. Babbie, Doctoral Candidate 





Carnegie Classification of Institutes of Higher Education 
 
The Carnegie Classification of Institutes of Higher Education describes the size 
(student population) and setting of colleges and universities. This system, developed in 
1970 by the Center for Postsecondary Research (CPR) at Indiana University School of 
Education, categorizes 2-year and 4-year IHEs according to full-time enrollment and 
residential character (Indiana University CPR, 2020). Though the descriptors imply no 
difference in quality of education, the distinct mix of setting and educational 
opportunities serves to earn a description according to this system (Indiana University 
CPR, 2020). 
According to the Carnegie system, the term very small indicates enrollment of 
fewer than 1,000 degree-seeking students; small indicates enrollment of 1,000 to 2,999 
degree-seeking students, medium indicates enrollment of 3000 to 9,999 degree-seeking 
students; and large indicates enrollment of at least 10,000 degree-seeking students 
(Indiana University CPR, 2020). The terms very small, small, medium, or large are used 




Salary Chart by Job Description in NYS 
 
The Occupational Employment Statistics (OES) program produces employment and 
wage estimates annually for over 800 occupations. These estimates are available for the 
nation, individual states, metropolitan and nonmetropolitan areas.  
 
2019 National Employment and Average Annual Wage Estimates 
Teacher Category 
2019 Total Jobs 
by Category 
2019 Annual  
Mean Wage (2) 
Teacher, USA, Elementary School 1,430,480 $59,420 
Teacher, USA, Middle School 622,330 $63,550 
Teacher, USA, Secondary School 1,035,850 $65,930 
Teacher, USA, Elementary Special Education 137,330 $66,040 
Teacher, USA, Middle Special Education. 85,840 $65,740 
Teacher,  USA, Secondary Special Education. 143,170 $65,710 
Teacher, NYS, Elementary School 92,560 $82,830 
Teacher, NYS, Middle School 42,010 $87,050 
Teacher, NYS, Secondary School 75,360 $87,240 
Teacher, NYS, Elementary Special Education 20,500 $81,660 
Teacher, NYS, Middle Special Education. 10,960 $87,440 






The percentile wage estimate is the value of a wage below which a certain percent of workers fall. The median wage 
is the 50th percentile wage estimate—50% of workers earn less than the median and 50% of workers earn more than 
the median. More about percentile wages: 
 
(1) Estimates for detailed occupations do not sum to the totals because the totals include occupations not shown 
separately. Estimates do not include self-employed workers. 
(2) Annual wages have been calculated by multiplying the hourly mean wage by a "year-round, full-time" hours 
figure of 2,080 hours; for those occupations where there is not an hourly wage published, the annual wage has been 
directly calculated from the reported survey data. 
(3) The relative standard error (RSE) is a measure of the reliability of a survey statistic. The smaller the relative 
standard error, the more precise the estimate. 
(4) Wages for some occupations that do not generally work year-round, full time, are reported either as hourly 
wages or annual salaries depending on how they are typically paid. 
(8) Estimate not released. 
(9) The location quotient is the ratio of the area concentration of occupational employment to the national average 
concentration. A location quotient greater than one indicates the occupation has a higher share of employment than 
average, and a location quotient less than one indicates the occupation is less prevalent in the area than average.  
 
NYS Annual Mean Wage, Special Education, Kindergarten & Elementary School  
 







NYS Annual Mean Wage, Special Education, Special Education, Middle School 
 




NYS Annual Mean Wage, Special Education, Special Education, Secondary School 
 



















Albany City SD Albany $52,140 $71,407 $100,285 
Berne-Knox-Westerlo CSD Albany $43,438 $57,694 $94,289 
Bethlehem CSD Albany $53,432 $72,749 $105,857 
Capital Region BOCES Albany $47,631 $76,706 $98,853 
Cohoes City SD Albany $45,395 $64,420 $89,932 
Green Island UFSD Albany $42,913 $48,759 $79,064 
Guilderland CSD Albany $53,826 $74,786 $97,691 
Menands UFSD Albany $52,590 $74,814 $96,887 
North Colonie CSD Albany $54,960 $77,583 $103,064 
Ravena-Coeymans-Selkirk CSD Albany $46,370 $63,531 $92,980 
South Colonie CSD Albany $56,485 $90,634 $104,320 
Voorheesville CSD Albany $51,278 $65,421 $92,785 
Watervliet City SD Albany $46,951 $63,732 $97,813 
Alfred-Almond CSD Allegany $41,306 $57,503 $78,265 
Andover CSD Allegany $45,000 $54,846 $82,445 
Belfast CSD Allegany $37,504 $53,176 $81,925 
Bolivar-Richburg CSD Allegany $41,853 $51,619 $83,453 
Canaseraga CSD Allegany $40,748 $46,636 $71,795 
Cuba-Rushford CSD Allegany $38,600 $53,247 $81,064 
Fillmore CSD Allegany $39,694 $56,054 $78,984 
Friendship CSD Allegany $37,680 $54,568 $78,934 
Genesee Valley CSD Allegany $44,323 $54,188 $74,597 
Scio CSD Allegany $40,957 $55,833 $84,957 
Wellsville CSD Allegany $45,332 $58,352 $81,106 
Whitesville CSD Allegany $40,586 $49,131 $75,453 
Binghamton City SD Broome $45,853 $57,747 $73,465 
Broome-Delaware-Tioga BOCES Broome $46,850 $59,085 $71,518 
Chenango Forks CSD Broome $52,235 $65,248 $78,129 
Chenango Valley CSD Broome $47,587 $61,132 $78,586 
Harpursville CSD Broome $47,828 $57,401 $74,423 
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Johnson City CSD Broome $48,326 $54,158 $74,139 
Maine-Endwell CSD Broome $50,397 $59,629 $77,293 
Susquehanna Valley CSD Broome $49,000 $64,823 $81,523 
Union-Endicott CSD Broome $49,528 $61,845 $73,915 
Vestal CSD Broome $55,949 $63,372 $82,585 
Whitney Point CSD Broome $48,672 $59,772 $73,166 
Windsor CSD Broome $52,572 $64,636 $83,972 
Allegany-Limestone CSD Cattaraugus $39,312 $57,927 $79,572 
Cattar-Allegany-Erie-Wyoming BOCES Cattaraugus $40,340 $54,226 $83,841 
Cattaraugus-Little Valley CSD Cattaraugus $40,100 $54,312 $70,242 
Ellicottville CSD Cattaraugus $44,622 $71,394 $87,587 
Franklinville CSD Cattaraugus $43,575 $67,120 $84,549 
Gowanda CSD Cattaraugus $47,440 $61,400 $95,419 
HinSDale CSD Cattaraugus $43,194 $54,166 $80,140 
Olean City SD Cattaraugus $42,523 $61,841 $79,362 
Portville CSD Cattaraugus $46,333 $60,547 $83,360 
Randolph Academy UFSD Cattaraugus $39,335 $45,916 $74,864 
Randolph CSD Cattaraugus $44,216 $59,799 $88,799 
Salamanca City SD Cattaraugus $45,218 $57,680 $85,893 
West Valley CSD Cattaraugus $39,074 $57,690 $91,513 
Yorkshire-Pioneer CSD Cattaraugus $39,975 $64,233 $95,208 
Auburn City SD Cayuga $56,956 $63,902 $72,642 
Cato-Meridian CSD Cayuga $55,451 $62,222 $74,708 
Cayuga-Onondaga BOCES Cayuga $51,000 $60,016 $71,587 
Moravia CSD Cayuga $49,921 $59,325 $78,525 
Port Byron CSD Cayuga $53,646 $64,544 $72,036 
Southern Cayuga CSD Cayuga $47,908 $59,707 $73,058 
Union Springs CSD Cayuga $56,324 $68,627 $77,641 
Weedsport CSD Cayuga $65,948 $71,745 $79,770 
Bemus Point CSD Chautauqua $45,893 $62,898 $85,491 
Brocton CSD Chautauqua $42,666 $63,708 $86,527 
Cassadaga Valley CSD Chautauqua $44,429 $81,545 $100,233 
Chautauqua Lake CSD Chautauqua $43,750 $62,045 $95,598 
Clymer CSD Chautauqua $38,300 $58,410 $89,220 
Dunkirk City SD Chautauqua $42,700 $65,808 $87,471 
Falconer CSD Chautauqua $26,465 $51,210 $69,500 
Forestville CSD Chautauqua $37,939 $62,895 $82,681 
Fredonia CSD Chautauqua $42,844 $80,286 $95,103 
Frewsburg CSD Chautauqua $42,383 $67,387 $83,598 
Jamestown City SD Chautauqua $42,219 $62,965 $87,570 
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Panama CSD Chautauqua $44,965 $80,643 $93,468 
Pine Valley CSD (South Dayton) Chautauqua $40,000 $52,830 $81,830 
Ripley CSD Chautauqua $43,267 $51,822 $93,001 
Sherman CSD Chautauqua $37,817 $57,383 $86,765 
Silver Creek CSD Chautauqua $41,617 $59,281 $89,049 
Southwestern CSD At Jamestown Chautauqua $41,800 $64,915 $86,078 
Westfield CSD Chautauqua $44,666 $77,426 $92,718 
Elmira City SD Chemung $42,550 $62,992 $75,775 
Elmira Heights CSD Chemung $43,548 $54,421 $76,345 
Greater Southern Tier BOCES Chemung $47,284 $61,742 $83,374 
Horseheads CSD Chemung $47,243 $65,713 $83,618 
Afton CSD Chenango $38,259 $53,135 $74,621 
Bainbridge-Guilford CSD Chenango $41,888 $55,668 $82,947 
Delaw-Chenango-Madison-Otsego BOCES Chenango $47,107 $55,774 $70,156 
Georgetown-South Otselic CSD Chenango $39,864 $50,679 $83,239 
Greene CSD Chenango $48,301 $60,710 $66,738 
Norwich City SD Chenango $43,442 $54,117 $71,284 
Oxford Academy & CSD Chenango $45,791 $54,117 $77,342 
Sherburne-Earlville CSD Chenango $49,042 $56,382 $76,569 
Unadilla Valley CSD Chenango $46,229 $57,915 $74,598 
Ausable Valley CSD Clinton $48,381 $72,213 $89,038 
Beekmantown CSD Clinton $54,900 $70,500 $88,700 
Chazy UFSD Clinton $42,429 $58,752 $75,286 
Clinton-Essex-Warren-Washing BOCES Clinton $37,145 $50,114 $88,415 
Northeastern Clinton CSD Clinton $55,439 $66,612 $91,046 
Northern Adirondack CSD Clinton $49,441 $72,383 $87,387 
Peru CSD Clinton $49,447 $67,139 $88,333 
Plattsburgh City SD Clinton $46,481 $65,849 $82,711 
Saranac CSD Clinton $48,498 $67,284 $94,744 
Cincinnatus CSD Cortland $43,091 $52,995 $74,799 
Cortland City SD Cortland $41,774 $56,796 $78,448 
Homer CSD Cortland $46,396 $60,483 $84,695 
Marathon CSD Cortland $44,400 $56,448 $79,965 
Mcgraw CSD Cortland $47,823 $55,048 $76,023 
Andes CSD Delaware $41,749 $54,015 $74,149 
Charlotte Valley CSD Delaware $42,685 $53,399 $66,380 
Delaware Academy CSD At Delhi Delaware $42,745 $54,113 $82,031 
Deposit CSD Delaware $46,707 $55,951 $76,473 
Downsville CSD Delaware $42,750 $55,695 $80,785 
Franklin CSD Delaware $41,500 $55,800 $74,819 
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Hancock CSD Delaware $41,500 $53,456 $71,628 
Margaretville CSD Delaware $42,143 $54,555 $72,548 
Otsego-Delaw-Schoharie-Greene BOCES Delaware $41,949 $50,527 $70,191 
Roxbury CSD Delaware $42,925 $53,496 $85,793 
Sidney CSD Delaware $44,368 $54,556 $74,684 
South Kortright CSD Delaware $38,847 $51,980 $73,927 
Stamford CSD Delaware $44,315 $52,914 $67,258 
Walton CSD Delaware $48,730 $55,992 $67,386 
Akron CSD Erie $42,750 $71,350 $95,040 
Alden CSD Erie $36,874 $77,959 $97,527 
Amherst CSD Erie $41,254 $69,462 $93,722 
Buffalo City SD Erie $46,741 $67,443 $92,957 
Cheektowaga CSD Erie $43,256 $63,431 $91,615 
Cheektowaga-Maryvale UFSD Erie $40,960 $82,189 $97,522 
Cheektowaga-Sloan UFSD Erie $44,129 $92,736 $95,436 
Clarence CSD Erie $42,355 $84,092 $101,352 
Cleveland Hill UFSD Erie $42,355 $66,501 $91,818 
Depew UFSD Erie $45,535 $73,029 $96,227 
East Aurora UFSD Erie $42,854 $67,733 $90,893 
Eden CSD Erie $42,700 $81,000 $89,027 
Erie 1 BOCES Erie $40,514 $59,291 $94,122 
Erie 2-Chautauqua-Cattaraugus BOCES Erie $38,530 $53,484 $91,526 
Evans-Brant CSD (Lake Shore) Erie $46,350 $74,425 $97,165 
Frontier CSD Erie $44,813 $84,183 $93,969 
Grand Island CSD Erie $44,885 $79,360 $98,715 
Hamburg CSD Erie $42,512 $78,400 $91,739 
Holland CSD Erie $42,655 $57,579 $88,443 
Iroquois CSD Erie $42,264 $70,494 $93,950 
Kenmore-Tonawanda UFSD Erie $44,246 $86,780 $95,185 
Lackawanna City SD Erie $48,884 $90,708 $104,512 
Lancaster CSD Erie $42,320 $64,896 $96,260 
North Collins CSD Erie $43,330 $65,635 $83,197 
Orchard Park CSD Erie $46,258 $80,299 $99,434 
Springville-Griffith Inst CSD Erie $44,430 $70,399 $94,219 
Sweet Home CSD Erie $44,341 $88,202 $102,250 
Tonawanda City SD Erie $36,379 $66,667 $89,647 
West Seneca CSD Erie $49,963 $93,164 $95,764 
Williamsville CSD Erie $49,550 $84,050 $101,305 
Crown Point CSD Essex $40,040 $53,049 $71,093 
Elizabethtown-Lewis CSD Essex $40,378 $58,301 $75,326 
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Keene CSD Essex $60,135 $71,725 $84,416 
Lake Placid CSD Essex $45,996 $59,852 $83,933 
Minerva CSD Essex $38,250 $58,510 $80,254 
Moriah CSD Essex $40,044 $54,104 $76,172 
Newcomb CSD Essex $42,500 $69,111 $110,281 
Schroon Lake CSD Essex $60,406 $84,017 $102,306 
Ticonderoga CSD Essex $46,080 $67,995 $88,815 
Westport CSD Essex $49,718 $60,551 $77,349 
Willsboro CSD Essex $49,263 $67,995 $87,843 
Brushton-Moira CSD Franklin $45,148 $58,972 $74,526 
Chateaugay CSD Franklin $49,705 $56,633 $70,993 
Franklin-Essex-Hamilton BOCES Franklin $47,439 $56,907 $77,730 
Malone CSD Franklin $49,905 $66,308 $82,172 
Salmon River CSD Franklin $49,309 $60,162 $77,534 
Saranac Lake CSD Franklin $50,673 $69,943 $84,497 
St Regis Falls CSD Franklin $41,611 $52,894 $80,095 
Tupper Lake CSD Franklin $45,669 $57,868 $85,405 
Broadalbin-Perth CSD Fulton $46,890 $62,340 $86,326 
Gloversville City SD Fulton $42,950 $67,890 $89,250 
Johnstown City SD Fulton $47,335 $58,963 $83,815 
Mayfield CSD Fulton $44,558 $62,195 $83,912 
Northville CSD Fulton $42,800 $60,484 $84,170 
Wheelerville UFSD Fulton $44,538 $57,400 $101,365 
Alexander CSD Genesee $41,165 $50,465 $76,465 
Batavia City SD Genesee $42,580 $57,499 $82,233 
Byron-Bergen CSD Genesee $38,400 $61,750 $92,756 
Elba CSD Genesee $38,969 $52,650 $88,980 
Genesee Valley BOCES Genesee $36,338 $45,307 $94,852 
Le Roy CSD Genesee $41,500 $61,000 $89,750 
New York State School For The Blind Genesee $50,011 $76,328 $86,057 
Oakfield-Alabama CSD Genesee $39,795 $55,721 $90,528 
Pavilion CSD Genesee $38,000 $57,250 $85,935 
Pembroke CSD Genesee $40,315 $59,350 $97,110 
Indian Lake CSD Hamilton $43,594 $57,495 $84,132 
Inlet Comn SD Hamilton $66,500 $71,500 $82,288 
Lake Pleasant CSD Hamilton $43,049 $63,798 $80,335 
Long Lake CSD Hamilton $23,400 $56,243 $67,822 
Wells CSD Hamilton $51,743 $66,140 $88,376 
Central Valley CSD At Ilion-Mohawk Herkimer $44,114 $65,059 $89,182 
Dolgeville CSD Herkimer $43,963 $56,871 $78,171 
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Frankfort-Schuyler CSD Herkimer $41,204 $67,021 $81,076 
Herk-Fulton-Hamilton-Otsego BOCES Herkimer $36,412 $40,389 $65,827 
Herkimer CSD Herkimer $40,560 $55,363 $70,145 
Little Falls City SD Herkimer $40,377 $57,688 $84,607 
Mount Markham CSD Herkimer $42,258 $59,426 $77,230 
Poland CSD Herkimer $43,675 $63,398 $82,021 
Town Of Webb UFSD Herkimer $45,130 $68,725 $93,111 
Van Hornesville-Owen D Young CSD Herkimer $39,911 $45,841 $60,284 
West Canada Valley CSD Herkimer $43,208 $55,470 $73,766 
Alexandria CSD Jefferson $41,000 $53,950 $79,636 
Belleville-Henderson CSD Jefferson $42,899 $61,850 $69,179 
Carthage CSD Jefferson $46,915 $59,298 $89,185 
General Brown CSD Jefferson $21,080 $59,330 $72,160 
Indian River CSD Jefferson $45,960 $64,888 $90,765 
Jeffer-Lewis-Hamil-Herk-Oneida BOCES Jefferson $46,710 $57,660 $79,810 
La Fargeville CSD Jefferson $53,192 $62,190 $77,376 
Lyme CSD Jefferson $49,690 $57,890 $80,990 
Sackets Harbor CSD Jefferson $49,430 $55,355 $77,480 
South Jefferson CSD Jefferson $47,538 $63,376 $79,745 
Thousand Islands CSD Jefferson $44,170 $62,855 $78,650 
Watertown City SD Jefferson $49,226 $64,513 $82,000 
Beaver River CSD Lewis $44,510 $55,330 $80,305 
Copenhagen CSD Lewis $44,025 $51,300 $72,975 
Harrisville CSD Lewis $38,750 $46,068 $67,667 
Lowville Academy & CSD Lewis $48,134 $65,486 $80,878 
South Lewis CSD Lewis $46,041 $64,231 $77,282 
Avon CSD Livingston $40,400 $51,411 $77,350 
Caledonia-Mumford CSD Livingston $44,835 $62,513 $86,516 
Dalton-Nunda CSD (Keshequa) Livingston $42,115 $62,490 $79,875 
Dansville CSD Livingston $42,230 $56,957 $78,394 
Geneseo CSD Livingston $43,505 $53,101 $83,011 
Livonia CSD Livingston $47,567 $67,073 $93,154 
Mt Morris CSD Livingston $40,200 $47,230 $76,889 
York CSD Livingston $39,606 $53,268 $78,739 
Brookfield CSD Madison $42,076 $50,301 $72,714 
Canastota CSD Madison $47,245 $53,890 $72,884 
Cazenovia CSD Madison $51,942 $61,880 $79,631 
Chittenango CSD Madison $48,936 $59,658 $79,726 
Deruyter CSD Madison $43,800 $56,403 $80,664 
Hamilton CSD Madison $48,947 $56,499 $77,248 
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Madison CSD Madison $39,411 $56,332 $72,328 
Morrisville-Eaton CSD Madison $43,901 $57,480 $77,979 
Oneida City SD Madison $56,222 $68,864 $83,808 
Stockbridge Valley CSD Madison $42,595 $48,358 $59,753 
Brighton CSD Monroe $47,864 $66,017 $88,687 
Brockport CSD Monroe $40,904 $62,312 $90,379 
Churchville-Chili CSD Monroe $41,864 $62,619 $82,982 
East Irondequoit CSD Monroe $43,090 $58,347 $86,175 
East Rochester UFSD Monroe $43,554 $54,874 $80,860 
Fairport CSD Monroe $48,957 $71,112 $93,799 
Gates-Chili CSD Monroe $44,031 $67,093 $96,620 
Greece CSD Monroe $39,655 $78,280 $93,417 
Hilton CSD Monroe $44,260 $63,791 $90,279 
Honeoye Falls-Lima CSD Monroe $44,190 $66,870 $92,652 
Monroe 1 BOCES Monroe $46,613 $55,681 $87,184 
Monroe 2-Orleans BOCES Monroe $45,005 $56,123 $77,876 
Penfield CSD Monroe $42,286 $65,068 $91,728 
Pittsford CSD Monroe $52,204 $70,362 $96,077 
Rochester City SD Monroe $49,117 $61,255 $87,993 
Rush-Henrietta CSD Monroe $44,381 $65,416 $85,634 
Spencerport CSD Monroe $44,620 $63,626 $88,937 
Webster CSD Monroe $50,664 $69,575 $92,031 
West Irondequoit CSD Monroe $44,682 $57,929 $90,081 
Wheatland-Chili CSD Monroe $43,832 $57,969 $85,300 
Amsterdam City SD Montgomery $46,583 $63,109 $97,667 
Canajoharie CSD Montgomery $48,055 $75,183 $87,144 
Fonda-Fultonville CSD Montgomery $49,778 $74,055 $94,004 
Fort Plain CSD Montgomery $51,028 $73,738 $88,878 
Hamilton-Fulton-Montgomery BOCES Montgomery $43,226 $54,171 $84,496 
Oppenheim-Ephratah-St. Johnsville Cs Montgomery $42,147 $65,396 $84,597 
Barker CSD Niagara $46,233 $81,129 $99,155 
Lewiston-Porter CSD Niagara $50,455 $80,638 $98,196 
Lockport City SD Niagara $41,242 $87,516 $92,798 
Newfane CSD Niagara $47,692 $86,266 $92,358 
Niagara Falls City SD Niagara $50,025 $95,010 $102,105 
Niagara-Wheatfield CSD Niagara $49,335 $86,304 $94,245 
North Tonawanda City SD Niagara $46,496 $84,706 $96,635 
Royalton-Hartland CSD Niagara $43,284 $65,911 $90,524 
Starpoint CSD Niagara $46,720 $68,333 $103,572 
Wilson CSD Niagara $38,314 $83,641 $95,416 
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Adirondack CSD Oneida $39,651 $61,912 $80,380 
Camden CSD Oneida $43,159 $65,616 $85,786 
Clinton CSD Oneida $48,336 $72,294 $88,985 
Holland Patent CSD Oneida $41,781 $63,307 $89,347 
Madison-Oneida BOCES Oneida $45,631 $54,470 $75,628 
New Hartford CSD Oneida $51,735 $68,954 $92,338 
New York State School For The Deaf Oneida $21,082 $67,240 $77,440 
New York Mills UFSD Oneida $48,376 $66,927 $82,104 
Oneida-Herkimer-Madison BOCES Oneida $44,008 $66,386 $88,785 
Oriskany CSD Oneida $36,720 $59,117 $79,001 
Remsen CSD Oneida $45,375 $74,579 $100,265 
Rome City SD Oneida $47,655 $61,145 $94,369 
Sauquoit Valley CSD Oneida $43,215 $61,933 $89,935 
Sherrill City SD Oneida $42,080 $70,204 $90,160 
Utica City SD Oneida $39,496 $78,668 $90,079 
Waterville CSD Oneida $41,777 $56,616 $85,165 
Westmoreland CSD Oneida $37,499 $65,737 $97,336 
Whitesboro CSD Oneida $46,899 $69,473 $99,287 
Baldwinsville CSD Onondaga $61,557 $75,765 $91,417 
East Syracuse Minoa CSD Onondaga $57,570 $67,465 $81,891 
Fabius-Pompey CSD Onondaga $48,984 $64,577 $76,926 
Fayetteville-Manlius CSD Onondaga $53,693 $66,322 $97,608 
Jamesville-Dewitt CSD Onondaga $57,113 $69,342 $93,747 
Jordan-Elbridge CSD Onondaga $55,956 $64,023 $73,293 
Lafayette CSD Onondaga $51,041 $66,190 $84,753 
Liverpool CSD Onondaga $56,543 $74,641 $93,067 
Lyncourt UFSD Onondaga $51,859 $60,185 $74,533 
Marcellus CSD Onondaga $62,714 $68,369 $81,941 
North Syracuse CSD Onondaga $55,397 $66,499 $84,808 
Onondaga CSD Onondaga $50,223 $58,003 $88,200 
Onondaga-Cortland-Madison BOCES Onondaga $50,296 $56,034 $70,505 
Skaneateles CSD Onondaga $57,346 $67,916 $79,872 
Solvay UFSD Onondaga $48,877 $56,156 $71,538 
Syracuse City SD Onondaga $48,500 $66,585 $85,030 
Tully CSD Onondaga $48,813 $58,042 $85,678 
West Genesee CSD Onondaga $59,480 $72,273 $84,652 
Westhill CSD Onondaga $54,255 $64,800 $83,905 
Canandaigua City SD Ontario $45,894 $61,321 $90,814 
East Bloomfield CSD Ontario $49,598 $58,985 $75,293 
Geneva City SD Ontario $43,050 $51,652 $69,636 
 
211 
Gorham-Middlesex CSD (Marcus Whitman Ontario $42,901 $54,865 $83,032 
Honeoye CSD Ontario $46,852 $61,274 $72,657 
Manchester-Shortsville CSD (Red Jack Ontario $44,204 $52,383 $76,686 
Naples CSD Ontario $43,727 $58,619 $74,629 
Phelps-Clifton Springs CSD Ontario $42,489 $55,512 $76,642 
Victor CSD Ontario $44,200 $61,151 $84,138 
Albion CSD Orleans $46,010 $67,187 $95,153 
Holley CSD Orleans $41,191 $62,593 $99,054 
Kendall CSD Orleans $41,419 $48,409 $76,630 
Lyndonville CSD Orleans $43,731 $55,434 $92,862 
Medina CSD Orleans $50,540 $72,850 $96,835 
Orleans-Niagara BOCES Orleans $42,400 $61,480 $92,780 
Altmar-Parish-Williamstown CSD Oswego $59,365 $68,584 $83,086 
Central Square CSD Oswego $55,073 $65,821 $79,909 
Fulton City SD Oswego $55,005 $66,293 $83,401 
Hannibal CSD Oswego $49,183 $59,898 $74,135 
Mexico CSD Oswego $52,703 $65,233 $84,882 
Oswego BOCES Oswego $51,514 $61,145 $84,679 
Oswego City SD Oswego $57,578 $66,051 $79,977 
Phoenix CSD Oswego $54,534 $74,908 $81,022 
Pulaski CSD Oswego $55,244 $65,026 $80,233 
Sandy Creek CSD Oswego $51,508 $64,274 $81,401 
Cherry Valley-Springfield CSD Otsego $33,369 $53,518 $81,232 
Cooperstown CSD Otsego $36,105 $58,694 $80,791 
Edmeston CSD Otsego $41,247 $53,423 $66,667 
Gilbertsville-Mount Upton CSD Otsego $41,417 $51,623 $66,445 
Laurens CSD Otsego $41,295 $50,323 $70,034 
Milford CSD Otsego $37,142 $51,861 $71,567 
Morris CSD Otsego $38,500 $47,514 $61,686 
Oneonta City SD Otsego $45,100 $63,962 $91,216 
Otego-Unadilla CSD Otsego $52,074 $63,570 $71,280 
Richfield Springs CSD Otsego $37,672 $51,913 $70,091 
Schenevus CSD Otsego $42,103 $54,925 $70,281 
Worcester CSD Otsego $41,057 $48,847 $68,107 
Brewster CSD Putnam $72,381 $125,859 $146,285 
Averill Park CSD Rensselaer $46,929 $78,127 $100,858 
Berlin CSD Rensselaer $46,085 $62,717 $93,553 
Brunswick CSD (Brittonkill) Rensselaer $43,302 $59,692 $85,596 
East Greenbush CSD Rensselaer $49,322 $79,133 $99,692 
Hoosic Valley CSD Rensselaer $40,137 $59,741 $84,027 
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Hoosick Falls CSD Rensselaer $48,172 $63,692 $89,497 
Lansingburgh CSD Rensselaer $44,772 $52,993 $92,599 
North Greenbush Comn SD (Williams) Rensselaer $46,686 $54,249 $61,811 
Questar Iii (R-C-G) BOCES Rensselaer $48,327 $58,993 $86,155 
Rensselaer City SD Rensselaer $47,924 $70,328 $99,836 
Schodack CSD Rensselaer $45,279 $67,880 $98,169 
Troy City SD Rensselaer $45,961 $60,422 $92,957 
Wynantskill UFSD Rensselaer $56,226 $72,006 $96,773 
Ballston Spa CSD Saratoga $54,613 $74,763 $108,088 
Burnt Hills-Ballston Lake CSD Saratoga $47,460 $87,023 $101,048 
Corinth CSD Saratoga $43,236 $67,308 $91,065 
Edinburg Common SD Saratoga $41,450 $55,650 $84,610 
Galway CSD Saratoga $46,013 $63,142 $87,494 
Mechanicville City SD Saratoga $44,373 $68,371 $88,631 
Saratoga Springs City SD Saratoga $48,691 $66,501 $99,655 
Schuylerville CSD Saratoga $45,772 $65,091 $91,424 
Shenendehowa CSD Saratoga $53,342 $75,527 $99,241 
South Glens Falls CSD Saratoga $48,083 $77,068 $87,691 
Stillwater CSD Saratoga $42,623 $58,243 $81,418 
Waterford-Halfmoon UFSD Saratoga $52,579 $67,892 $79,985 
Duanesburg CSD Schenectady $46,583 $54,580 $84,379 
Niskayuna CSD Schenectady $50,396 $73,645 $99,831 
Rotterdam-Mohonasen CSD Schenectady $51,015 $72,205 $95,279 
Schalmont CSD Schenectady $51,612 $79,777 $107,759 
Schenectady City SD Schenectady $48,588 $68,776 $98,142 
Scotia-Glenville CSD Schenectady $48,630 $64,559 $93,505 
Cobleskill-Richmondville CSD Schoharie $42,959 $59,102 $86,289 
Gilboa-Conesville CSD Schoharie $42,539 $62,001 $83,458 
Jefferson CSD Schoharie $44,948 $51,774 $76,810 
Middleburgh CSD Schoharie $44,567 $71,386 $91,954 
Schoharie CSD Schoharie $44,940 $63,015 $93,198 
Sharon Springs CSD Schoharie $44,260 $63,007 $83,881 
Odessa-Montour CSD Schuyler $47,252 $61,095 $75,390 
Watkins Glen CSD Schuyler $45,098 $61,456 $76,184 
Romulus CSD Seneca $44,000 $49,727 $69,128 
Seneca Falls CSD Seneca $46,867 $61,393 $74,944 
South Seneca CSD Seneca $43,927 $62,248 $81,217 
Waterloo CSD Seneca $43,267 $56,168 $71,650 
Brasher Falls CSD St Lawrence $45,883 $55,049 $68,970 
Canton CSD St Lawrence $49,672 $65,965 $79,491 
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Clifton-Fine CSD St Lawrence $43,693 $58,418 $69,400 
Colton-Pierrepont CSD St Lawrence $43,905 $64,485 $86,356 
Edwards-Knox CSD St Lawrence $44,000 $53,505 $74,000 
Gouverneur CSD St Lawrence $49,363 $58,141 $77,353 
Hammond CSD St Lawrence $50,599 $67,634 $83,338 
Hermon-Dekalb CSD St Lawrence $46,476 $56,835 $90,118 
Heuvelton CSD St Lawrence $42,298 $57,593 $84,208 
Lisbon CSD St Lawrence $45,195 $56,191 $75,574 
Madrid-Waddington CSD St Lawrence $46,670 $60,670 $81,170 
Massena CSD St Lawrence $40,859 $59,019 $80,806 
Morristown CSD St Lawrence $45,948 $59,765 $89,211 
Norwood-Norfolk CSD St Lawrence $42,580 $58,732 $79,500 
Ogdensburg City SD St Lawrence $48,088 $62,827 $89,168 
Parishville-Hopkinton CSD St Lawrence $48,661 $64,576 $78,514 
PotSDam CSD St Lawrence $46,396 $65,244 $81,358 
St Lawrence-Lewis BOCES St Lawrence $40,488 $51,380 $79,773 
Addison CSD Steuben $53,094 $66,273 $81,073 
Arkport CSD Steuben $41,000 $57,674 $71,270 
Avoca CSD Steuben $45,248 $60,151 $82,205 
Bath CSD Steuben $46,948 $60,584 $80,046 
Bradford CSD Steuben $42,999 $48,740 $66,129 
Campbell-Savona CSD Steuben $45,014 $54,729 $77,064 
Canisteo-Greenwood CSD Steuben $44,424 $66,325 $86,775 
Corning City SD Steuben $52,138 $61,850 $87,875 
Hammondsport CSD Steuben $50,902 $66,509 $91,607 
Hornell City SD Steuben $43,328 $55,872 $72,480 
Jasper-Troupsburg CSD Steuben $43,935 $59,759 $82,662 
Prattsburgh CSD Steuben $46,246 $62,700 $70,605 
Wayland-Cohocton CSD Steuben $37,000 $55,600 $84,381 
Wyandanch UFSD Suffolk $57,911 $85,668 $116,624 
Eldred CSD Sullivan $58,968 $81,800 $105,552 
Fallsburg CSD Sullivan $56,094 $83,301 $109,652 
Liberty CSD Sullivan $51,133 $84,375 $105,710 
Livingston Manor CSD Sullivan $52,655 $69,694 $99,232 
Monticello CSD Sullivan $51,946 $74,855 $106,308 
Roscoe CSD Sullivan $49,752 $68,201 $88,022 
Sullivan BOCES Sullivan $52,379 $67,485 $102,674 
Sullivan West CSD Sullivan $52,012 $81,894 $105,625 
Tri-Valley CSD Sullivan $50,769 $80,470 $108,923 
Candor CSD Tioga $48,185 $55,723 $70,895 
 
214 
Newark Valley CSD Tioga $52,024 $60,926 $77,392 
Owego-Apalachin CSD Tioga $47,930 $64,178 $82,678 
Spencer-Van Etten CSD Tioga $43,232 $54,036 $82,204 
Tioga CSD Tioga $47,776 $55,886 $80,850 
Waverly CSD Tioga $48,898 $62,440 $83,805 
Dryden CSD Tompkins $40,238 $54,688 $71,083 
George Junior Republic UFSD Tompkins $44,233 $59,483 $73,594 
Groton CSD Tompkins $46,706 $55,602 $84,248 
Ithaca City SD Tompkins $44,894 $55,570 $82,663 
Lansing CSD Tompkins $47,069 $67,249 $93,237 
Newfield CSD Tompkins $40,788 $51,486 $73,863 
Tompkins-Seneca-Tioga BOCES Tompkins $50,405 $61,730 $76,185 
Trumansburg CSD Tompkins $50,332 $59,008 $78,903 
Ellenville CSD Ulster $59,886 $90,640 $112,080 
Highland CSD Ulster $59,515 $80,941 $102,635 
Kingston City SD Ulster $59,591 $85,555 $114,889 
Marlboro CSD Ulster $57,547 $96,767 $129,220 
New Paltz CSD Ulster $65,650 $96,220 $120,870 
Onteora CSD Ulster $68,172 $108,352 $124,891 
Rondout Valley CSD Ulster $67,072 $93,544 $119,246 
Saugerties CSD Ulster $59,736 $90,608 $111,724 
Ulster BOCES Ulster $59,506 $76,053 $117,959 
Wallkill CSD Ulster $58,628 $94,036 $120,860 
Bolton CSD Warren $45,677 $58,489 $86,831 
Glens Falls City SD Warren $48,641 $68,278 $90,796 
Glens Falls Comn SD Warren $35,000 $51,899 $70,897 
Hadley-Luzerne CSD Warren $43,727 $73,033 $89,271 
Johnsburg CSD Warren $48,223 $69,019 $87,505 
Lake George CSD Warren $46,572 $67,687 $93,610 
North Warren CSD Warren $43,130 $62,229 $82,202 
Queensbury UFSD Warren $51,227 $64,572 $92,880 
Warrensburg CSD Warren $48,618 $64,769 $88,427 
Argyle CSD Washington $43,577 $61,048 $79,083 
Cambridge CSD Washington $45,722 $62,011 $84,699 
Fort Ann CSD Washington $39,871 $54,253 $81,318 
Fort Edward UFSD Washington $46,844 $72,381 $85,756 
Granville CSD Washington $40,680 $55,732 $71,130 
Greenwich CSD Washington $45,076 $67,695 $92,122 
Hartford CSD Washington $42,181 $57,139 $82,869 
Hudson Falls CSD Washington $43,170 $57,202 $85,199 
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Putnam CSD Washington $47,148 $53,522 $56,535 
Salem CSD Washington $45,291 $67,951 $84,519 
Washing-Sara-War-Hamltn-Essex BOCES Washington $42,134 $51,333 $75,933 
Whitehall CSD Washington $43,031 $53,732 $81,336 
Clyde-Savannah CSD Wayne $43,000 $56,195 $83,329 
Gananda CSD Wayne $39,600 $53,543 $73,957 
Lyons CSD Wayne $43,964 $54,706 $83,096 
Marion CSD Wayne $42,927 $55,087 $81,566 
Newark CSD Wayne $40,513 $50,668 $72,756 
North Rose-Wolcott CSD Wayne $45,443 $51,192 $73,123 
Palmyra-Macedon CSD Wayne $44,952 $56,679 $70,001 
Red Creek CSD Wayne $42,872 $57,049 $78,394 
Sodus CSD Wayne $36,400 $50,058 $89,925 
Wayne CSD Wayne $47,075 $58,828 $82,777 
Wayne-Finger Lakes BOCES Wayne $48,243 $55,324 $71,819 
Williamson CSD Wayne $46,060 $57,499 $77,543 
Attica CSD Wyoming $38,432 $53,862 $82,708 
Letchworth CSD Wyoming $38,190 $46,809 $74,858 
Perry CSD Wyoming $36,574 $47,100 $84,196 
Warsaw CSD Wyoming $38,312 $50,506 $84,780 
Wyoming CSD Wyoming $40,814 $50,312 $80,674 
Dundee CSD Yates $46,472 $55,204 $72,046 
Penn Yan CSD Yates $42,228 $50,716 $71,945 
Retrieved from https://www.seethroughny.net/teacher_pay 
 
Data notes are available at: www.p12.nysed.gov/irs/pmf/pmf-introduction 
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